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ABSTRACT OF THESIS 
The study here was aimed at investigating the effect of a non-formal English 
immersion programme on oral English proficiency, learning attitudes and learning 
behaviour in a Chinese EFL context. 
The non-formal immersion programme lasted for five days, with eight hours daily, 
and involved forty-eight Grade learners of English in Mainland China. The 
design of the immersion programme was based on the following theoretical and 
pedagogical considerations: a reliance on humanistic educational principles, a 
learner-centred, cooperative approach to language learning, a learning-by-doing 
experiential methodology, a language input-output rich environment, a task-based 
pedagogy, and a "short, sharp, shock" [3-S] pedagogical procedure (Hung, 1990). 
Three general and six specific hypotheses were tested, and the quantitative and 
qualitative results indicated that the non-formal immersion programme had a 
significant effect on the subjects' oral English enhancement in terms of 
"Accuracy", "Fluency", and "Interactivity", and that the programme was able to 
change the subjects' learning attitudes and behaviour. 
Analyses into the perceived effectiveness of the various task(-type)s indicated that 
task(-type)s designated for pinpointing and enhancing specific aspects of oral 
English proficiency showed the "task-specificity" effect. 
The results of the non-formal immersion programme had implications for various 
types of curriculum/programme designs, for classroom pedagogy, and for task-
based approach(es) to language teaching and learning. 
It was suggested that future research in the task-based paradigm might wish to 
explore some of the following topics: the perceived effectiveness of the various 
task(-type)s from the learners' and the teachers' perspective; the longitudinal 
effect and the effectiveness of the "short, sharp, shock，，immersion programmes 
across different educational levels and contexts to determine their universality of 
application; and to field-test the effect of different pedagogical task-sequencing 
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This chapter offers a general introduction to the background of the present 
study, discussing the problems and challenges in teaching and learning oral 
English as a foreign language (EFL) in Mainland China. In response to the 
problems of English teaching in the EFL Chinese context, a task-based non-
formal immersion programme for oral language training is then offered. The 
significance of the study is discussed. This chapter ends with an outline of the 
organizational structure of the thesis. 
1.1 Background of the Present Study 
1.1.1 English as Foreign Language (FL) in Mainland China 
As stated in the preface of the 1992 English Syllabus for the Nine Year 
Compulsory Education: Junior High Level (People's Education Press, 1992), 
English as a foreign language (EFL) in China is regarded as a means to promote 
the development of the national economy, science and culture, and interacting 
with other countries. Since the junior high school level (Chuzhong: Grades 7-9) 
has the largest proportion of students studying English and has received the most 
attention from the State Education Commission, the guidelines for English 
teaching and learning provided in the 1992 English Syllabus and its subsequent 
revised trial-version 2000 (People's Education Press, 1992 & 2000) can offer us a 
more informed understanding of the recent developments and trends in English 
teaching and learning in Mainland China. 
The goals stated in the 1992 English syllabus and in its 2000 revised trial-
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version are to raise students' interest in learning English, build up their 
confidence in using it, develop learner autonomy, and prepare students for using 
the language for authentic communication. The message of learning English 
with the ultimate goal of using the language, especially the oral language, for 
communication is explicit. Guidelines for English learning offered in the junior 
high (Grades 7-9) syllabuses (People's Education Press, 1992 & 2000) [also see 
Adamson & Morris's (1997) article] can be summarized as follows: 
• English teaching should emphasize learner-centredness, and teachers 
should act as facilitators to give guidance to students. 
參 Learners’ active participation and initiative should be encouraged in 
language learning 
• Learners' interest in English learning should be cultivated 
參 A relaxing and harmonious learning environment should be 
provided to learners 
參 Teachers should build up learners' confidence in speaking English and 
enhance their sense of satisfaction 
• Teachers should give encouragement, guidance and support to 
learners 
• Teachers should use English as much as possible 
• Learners should be provided with opportunities in active participation, 
using the language for interacting with others, and creative use of 
the language, with an aim of integrating the knowledge about the 
language and the use of the language for communication (integration 
of language form and meaning). Therefore, teacher-talk should not 
exceed 30% of the class time. 
• Learners should be provided with more extracurricular English 
activities to raise learners' interest in English such as verse speaking, 
solo speaking, drama, English conversation practice, movie appreciation, 
etc. 
Apparently, much emphasis is put on developing learners' oral language by the 
Education Commission; in reality, however, the great majority of students in 
Mainland China are not competent enough to communicate in English at work or 
to communicate with foreigners who cannot speak Chinese. The difficulties in 
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achieving the objectives stated in the English syllabus are discussed in the next 
section. 
1.1.2 The Problems of Learning / Teaching English in Mainland China 
Although the syllabus is very communicative in spirit, the actual language 
learning in practice is far from satisfactory. Problems were previously found 
when implementing the 1992 English syllabus (People's Education Press, 1992): 
there was a gap between the teaching conditions proposed in the 1992 English 
syllabus and the actual teaching situation. Constraints of classroom teaching 
(Ng & Tang, 1997) such as large class size, limited English class time (with 
approximately four hours per week), the packed syllabus, and examination 
pressure created problems in providing students with opportunities in speaking 
English in class or to conduct tasks to encourage students' participation. Since 
language learning requires modification of language through continued 
production and practice (Swain, 1993 & 1995), the number of English classes 
may not be able to provide enough opportunity for learners to practise using what 
they have learnt. Dyadic or group tasks involving actions such as drama 
performance, doing a mini-survey, singing and dancing for language learning can 
hardly be carried out with a large number of students in a crowded classroom. 
Since dyadic or group tasks often help develop learners' active participation in 
language learning, the lack of time and space for the implementation of these 
tasks can create difficulty for communicative language learning. 
Teachers' concern about the packed syllabus and examination pressure 
prompted them to talk more in class, leaving no time for conducting language 
activities (Ng and Tang, 1997). As a result, the kind of teacher-fronted approach 
that the new syllabus was trying to eliminate resumed and a learner-centred 
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learning approach was not established. In the worst case, reported in Ng and 
Tang's study (1997), students were "deprived of , the opportunities for extra-
curricular activities as extra traditional English lessons were conducted instead to 
cope with the packed programme and examination pressure. With the lack of 
participation and opportunities for using the language in class, students may suffer 
from a lack of motivation in learning English and confidence in using the 
language. 
Besides, teachers' complaints about the difficulty in "teaching" English for 
communication, reported in Ng & Tang,s study (1997), reflect their insufficient 
knowledge and skills in identifying and handling oral activities. Teachers ended 
up abandoning all the tasks designed for students' practice that were suggested in 
textbooks for the implementation of the syllabus (1992), and instead focused on 
teaching grammar and vocabulary in their classes. The teachers who were 
interviewed in Ng & Tang,s study (1997) attributed the frequent reason for 
drilling on grammar and vocabulary to the students' need to have substantial input 
in English “before they can accomplish the communicative language tasks" (78). 
This reflects the teachers' lack of professional knowledge in task-based teaching, 
which can focus on form, at the same time, and prepare learners to use the 
language for communication later (cf. 2.2). 
In summary, both the 1992 and the 2000 syllabuses (People's Education 
Press, 1992 & 2000) have, in spirit, put much emphasis on developing learners' 
English to reach the ultimate goal of using the language for communication. 
However, the implementation of this communicative, task-based learning 
approach is still far from successful, considering the constraints of the EFL 
classroom setting, and teachers' lack of knowledge and skills in identifying and 
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handling communicative activities, as observed above. 
To provide more time and more activities for communicative task-based 
language teaching, there appears to be at least two possible solutions: expanding 
the current curriculum or making use of the vacation time. While lengthening 
the class time may not be possible at the moment because of the constraints of the 
curriculum, the second option is feasible. A non-formal English immersion 
programme (cf. 2.5.2), which provides learners with a more "naturalistic" learning 
environment, may be carried out during vacation time to provide more 
opportunities for learners to learn, practise, and use their language, which is an 
essential process of language learning. 
1.2 A Response: The Present Study 
To pinpoint the two major problem areas in teaching English in the Chinese 
EFL context, i.e., the constraints of English classroom setting and the insufficient 
professional knowledge in materials selection for oral language development (cf. 
1.1.2), a task-based non-formal immersion programme (cf. Chapter 3) was 
conceived of and designed by the researcher, the impact of which will be explored 
and reported in this study. 
1.3 Significance of the Study 
The task-based non-formal immersion programme in this study aims at 
improving the learners' oral language proficiency. The results of the study will 
have implications for English curriculum design and programme development in 
China, and perhaps, in other Asian contexts. In addition, the methodological and 
instructional aspects of the programme will offer teachers and materials 
developers some insights into effective communicative language teaching. 
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1.4 Organization of this Thesis 
This thesis consists of six chapters. Chapter One includes a brief 
introduction of the background of the study, and the rationale for conducting the 
present study. 
Chapter Two offers a detailed discussion of the SLA theories contributing to 
successful second language learning and a review of immersion programmes, 
which serve as the theoretical underpinnings of the design of the non-formal 
immersion programme. This chapter ends with the identification of the research 
hypotheses. 
Chapter Three describes the design of the present study: the selection of 
subjects, the task selection and sequencing, the nature of the non-formal 
immersion programme, the design of the research instruments, and tests. The 
experimental procedure and the implementation of the non-formal immersion 
programme, together with the method of data analysis are also explained. 
Chapter Four starts with a descriptive report and statistical analyses of 
various quantitative data: the oral proficiency evaluation data, and the subjects' 
perceived effectiveness of task-types evaluation data. Qualitative data obtained 
from the subjects' post-programme reflective journals are analysed through 
content analysis, followed by a brief summary of the specific comments. 
Chapter Five presents an interpretation and a discussion of the quantitative 
results gathered from the pre- and the post-programme oral proficiency interviews, 
the subjects' pre- and post-programme self-evaluation of their oral proficiency, 
and their perceived effectiveness of each task-type. The qualitative data from 
the subjects' post-programme reflective journals, the leaders' daily programme 
evaluation and the Team Leaders' field notes are also interpreted and discussed, 
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with reference to the second language theories and theoretical claims on tasks in 
SLA. 
Chapter Six concludes the study by discussing briefly the limitations of the 
present study and by discussing the pedagogical implications for EFL teaching 
and learning in Chinese EFL contexts. The implications of this study for 
curriculum / programme designs, classroom teaching & learning, and task-based 
approach to language teaching & learning are also discussed. Recommendations 
for future research are then offered at the end of the chapter. 
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Chapter 2 
2 REVIEW OF LITERATURE 
This section starts with a discussion of the notions of oral language proficiency, 
followed by a proposed framework of oral language proficiency adopted in the 
present research. The concepts in communicative language teaching (CLT) and 
learning are then introduced, which are manifested in (and elaborated into) various 
second language acquisition (SLA) pedagogy and theories. A review of tasks in 
second language acquisition (SLA) research and pedagogy, together with the related 
theories supporting task-based teaching / learning is then conducted, which offers a 
deeper understanding of communicative language teaching. Non-formal immersion 
programmes, a supplement to formal classroom teaching, are also reviewed and 
discussed, in response to the problems encountered in English as a foreign language 
(EFL) contexts. The research questions arising from the discussion in this chapter 
are formulated at the end of this chapter. 
2.1 Notion of Language Proficiency 
This section starts with a review on the theoretical conceptions of language 
proficiency in general. A review on the components of the spoken aspect of 
language proficiency, which is the focus of the present research, then follows. This 
section ends with a proposed framework to describe oral language proficiency, on 
which this study was based. 
2.1.1 Language Proficiency in General 
Language proficiency includes two main aspects: the linguistic and the 
communicative aspect (Stern, 1983). The linguistic content generally includes 
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phonology, vocabulary, grammar, and semantics while the communicative content 
includes speech act rules, language functions, language varieties, etc. Similar 
conceptualization of language proficiency is adopted by Canale and Swain (1980), 
who define “communicative competence" as (1) grammatical competence (mastery 
of forms and meanings), (2) sociolinguistic competence (capacity to communicate), 
plus (3) strategic competence (second language learner's [knowledge of how] to 
compensate for problems in communication) (cited in Stern, 1983: 349). The 
grammatical competence, which includes the knowledge of lexical items and of rules 
of morphology, syntax, semantics, and phonology, highlights the linguistic aspect of 
language (Canale and Swain, 1980). The communicative aspects are expressed in 
terms of sociolinguistic competence and strategic competence emphasizing the 
appropriateness in the communicative use of language. 
While communicative competence refers to a knowledge of grammar and the 
communicative aspects of language, the notion of "performance" refers to the actual 
use of the language in specific situations. Canale and Swain (1980) name it as 
"communicative performance", which is the actual demonstration of one's 
communicative competence (knowledge) in real second language situations and for 
authentic communication purposes. 
2.1.2 Oral Language Proficiency 
The relationship between (linguistic) competence and oral language 
performance, manifested in the form of speaking and listening skills, is shown in 
Carroll (1968)’s proficiency scheme (see Appendix A). Carroll (1968) regards 
accuracy in pronunciation (phonology), and an appropriate use of lexical items 
(semantics) and grammar (syntax) as the linguistic components of spoken language. 
The communicative components of spoken language is highlighted when 
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Cummins (1979 & 1980) introduced the basic interpersonal and communicative 
skills (BICS), as contrast with the cognitive / academic language proficiency (CALP). 
“BICS involve the mastery of content-embedded uses of language in communicative 
tasks that are relatively undemanding" (e.g. face-to-face interaction) while "CALP 
involves the ability to communicate messages that are precise and explicit in tasks 
that are context-reduced and cognitively demanding" (e.g. academic study) (cited in 
Ellis, 1994: 694). Hence, it is BICS, including speaking and listening skills, that 
reflect the communicative components of oral language proficiency. 
The relationship between the notion of competence and performance in rating 
scales is tightened as they measure performance as a reflection of the underlying 
competence. A review of oral language proficiency rating scales reveals three 
major aspects of oral language proficiency which underlie both the linguistic and 
communicative aspects of competence discussed above: "accuracy", "fluency", and 
"interactivity". "Accuracy" reflects learners' linguistic knowledge (syntax, 
vocabulary, etc.) while interactive performance ("interactivity") reflects learners' 
sociolinguistic and strategic competence (knowledge of language use). "Fluency" 
is characterized by two main features: speed and effortless (Chambers, 1997). The 
three aspects of oral language proficiency are elaborated into finer and more 
"observable" and measurable components, which are summarized below: 
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Table 1. Components of Accuracy^ Fluency and Interactivity 
Accuracy Fluency Interactivity 
Pronunciation Smooth flow of speech Comprehensibility 
..r-rrr^T ino^ ttvt J • (Schulz Commumcative 
(Morrow, 1984; ACTEL, 1986;(尸EL 1986; F � scale in Competence Scale; FSI scale in 
FSIscale in Keitges, 1987; Keitges 1987; & Keitges，1987; Echevarria & 
Echevarria & Graves, 1998) Graves, 1998) Graves, 1998) 
Size (length of utterances) 
Range of expressions Speed & pausing (ACTEL, 1986) 
(Vocabulary) 
(Morrow, 1984； ACTEL, 1986； Ease or effortlessness Amount of 
FSI scale in Keitges, 1987; (Chambers, 1997; Chambers, communication 
(Hughes, 1989; Echevarria & 1•； Mdhle, 1984; Chafe, 
一998) 職 - 聽 ， 聊 ( H i 2 i = = = ’ 
Competence Scale) 
Grammar 
(ACTEL, 1986； FSI scale in Effort to communicate 
Keitges, 1987; Hughes, 1989; (Bartz 's scale) 
Echevarria & Graves, 1998) 
Quality of communication 
Accent (Schulz Communicative 
/zTcv 1 • laon^ Competence Scale) (FSI scale in Keitges, 1987) 
Appropriacy 
(Morrow, 1984; Hughes, 1989) 
Flexibility 
(Hughes, 1989) 
Note. From Morrow, 1984; ACTEL, 1986; Echevarria & Graves, 1998; Chafe, 1980; Hughes, 
1989; Nation, 1989. 
Discussion about FSI scale, Schulz Communicative Competence Scale and Bartz's scale were 
from Keitges (1987). 
2.1.3 Working Definition of Oral Language Proficiency 
Based on the discussion of oral language proficiency above, a working 
framework of oral English proficiency is conceived and proposed for the present 
study, which has identified three major components, with their related sub-
components. 
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Figure 1. Definition of Oral Proficiency in the Present Study 
Oral proficiency 
~  
Accuracy Fluency Interactivity 
Clear pronunciation, Appropriate Willingness to speak 
appropriate use of stress, speed and and respond, 
and accent pausing appropriateness in response 
(relevance), 
and amount of communication 
Adapted from Schulz Communicative Competence Scale, Bartz 's scale, and the Foreign Service 
Institute Scale discussed in Keitges(1987) (p. 397), Morrow, 1984; AC TEL, 1986; Echevarria & 
Graves, 1998 and Hughes, 1989. 
As can be seen from Figure 1, oral proficiency can be discussed in terms of three 
major components: accuracy, fluency and interactivity, the definitions of which are 
discussed as follows: 
"Interactivity", in this study, is operationally defined as learners' "willingness 
to speak and respond" (effort to communicate), their "appropriateness in 
responding" (quality of communication), and the "amount of communication 
which are adopted from the Schulz Communicative Competence Scale and Bartz，s 
scale discussed in Keitges (1987), Hughes (1989), and Morrow (1984). 
"Accuracy" is operationally defined as "pronunciation ", "stress and "accent ", 
which are considered, for our purposes, in terms of phonology, rather than in terms of 
syntax and vocabulary (Morrow, 1984; ACTEL, 1986; FSI scale in Keitges, 1987; 
Echevarria & Graves, 1998). 
“Fluency，，，adapted from the Foreign Service Institute Scale (Keitges, 1987: 
397), is operationally defined as "speed" and "pausing" (Chambers, 1997; Mohle, 
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1984; Chafe, 1980; Nation, 1989). 
Based on this operationalization of oral language proficiency, a review is 
conducted in Section 2.2 over communicative language teaching and learning for 
improving oral language proficiency. 
2.2 Communicative Language Teaching and Learning 
Communicative language teaching, manifested in the form of functional-
notional approach, emerged in the mid 1970's when the importance of learning the 
functional aspects of a language was proposed in response to the drawbacks of the 
structural and situational theories, which emphasize the mastery of either the 
grammatical aspects or situations for language use (Canale & Swain, 1980; Melrose, 
1991; Stern, 1983). Attention to the functional aspects of a language was drawn 
when the notion of "communicative competence as a goal of language teaching" and 
learning was introduced (Stern, 1983). Thus, communicative language teaching 
"stress[es] the importance of providing learners with opportunities to use their 
English for communicative purposes and, characteristically, attempts to integrate 
such activities into a wider programme of language teaching (Howatt, 1984: 279)" 
(cited in Nunan, 1988: 25). 
It should be noted that emphasis on the communicative aspects does not mean 
ignoring the structural aspects of a target language. "Mastery of structural system is 
still the basic requirement for using language to communicate one's own 
meaning....[C]ommunicative approach encourages learners to go beyond structures 
and take account of other aspects of communication" (Littlewood, 1981: 77). 
Celce-Murcia, Briton & Goodwin (1996) point out that both empirical and anecdotal 
evidence indicates that non-native speakers of English should reach a threshold level 
of pronunciation before a successful oral communication is made. While the 
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primary and (ultimate) goal of communicative language learning is for getting 
meaning across, grammar or linguistic forms through which the meaning or functions 
are expressed should also be stressed for effective communication. In other words, 
"grammar [and other linguistic components of the language] should be taught in the 
context of meaningful communication" (Canale & Swain, 1980: 14). 
Communicative language teaching (CLT) has paved the way for the emergence 
of various learning theories (e.g. learner-centredness, interaction, etc.) and 
methodologies (e.g. task-based, content-based teaching, humanistic education, 
cooperative learning, etc.) for effective second language learning and teaching. 
Melrose (1991) cited Breen and Candlin's (1980) idea that, in a communicative 
curriculum, "learners' should develop communicative abilities of interpretation, 
expression, and negotiation, which are essential for language learning, in an arena of 
co-operative negotiation, joint interpretation, and the sharing of expression, and be 
activated by a range of different types in different media which the participants can 
make use of to develop their competence through a variety of activities and tasks” (p. 
10). This implies that learners play an important role in the process of learning. 
Therefore, the content of communicative curriculum should not focus only on 
knowledge but also on the cognitive and affective aspects which are significant to 
learners, so that learners "can use the content of the curriculum as the carrier of 
their] process competence and as the provider of opportunities for communicative 
experiences through which personal routes may be selected and explored as a means 
to the ultimate target competence" (Breen & Candlin, 1980: 102). The 
characteristics of CLT, which is elaborated into various theories and methodologies 
with different points of focus, are to be discussed in the following sections (2.3 & 
2.4). 
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2.3 Task-based Learning 
In task-based language learning, learners engage in "a collection of tasks" 
which lead to second language learning (Nunan, 1999). It is therefore necessary to 
understand the notion of "task", which will be discussed in the following sub-section. 
2.3.1 Definition of ‘Task， 
There have been various ways to define ‘task’. Long (1985), for example, 
relates tasks to things people do in the real world, and defines ‘task’ as follows: 
. . . a piece of work undertaken for oneself or for others, freely or for some 
reward. Thus, examples of tasks include painting a fence, dressing a child, 
filling out a form, buying a pair of shoes.... In other words, by ‘task，is 
meant the hundred and one things people do in everyday life, at work, 
at play, and in between (p.89). 
Generally speaking, 'task' is considered a piece of ‘work’ or 'activity' people 
do; learners' active involvement is implied in this notion of task. However, Long's 
(1985) definition is too broad, and has been criticized by Nunan (1989) as 'non-
technical, non-linguistic' (p. 5). Nunan (1989) calls these daily tasks 'real-world' 
tasks, in contrast with Breen's (1987) 'pedagogic' tasks, which are tasks teachers and 
students use and work with in the classroom (Long & Crookes, 1992). 
Breen (1987) defines 'task' as: 
. . . any structured language learning endeavour which has a particular 
object, appropriate content, a specified working procedure, and a range of 
outcomes for those who undertake the task. 'Task' is therefore assumed 
to refer to a range of workplans which have the overall purpose of 
facilitating language learning from the simple and brief exercise type, to 
more complex and lengthy activities, such as group problem solving or 
simulation and decision making (p. 23). 
The above definition of ‘task’ is confined to language learning, i.e. 'work' or 
‘activity’ for language learning. 
In addition to activity', orientation to ‘goal，is brought into the notion of task 
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by Nunan (1989), who defines ‘task’ as: 
...a piece of meaning-focused work involving learners in comprehending, 
manipulating, producing and/or interacting in the target language, and the 
tasks are analysed or categorised according to their goals, input data, 
activities, settings and roles (p. 11). 
Of interest in Nunan's notion of ‘task’ is the mention of ‘settings.’ 'Task' need not 
be confined to the classroom setting only; it can also be applied to any setting which 
incorporates a language learning objective, such as a non-formal immersion setting 
to be discussed in Section 2.5.2. 
On the whole, both Breen (1987) and Nunan (1989) regard that tasks actively 
involve learners in a purposeful piece of work. Littlewood (1993) points out that 
Breen's (1987) stress on the need to provide space for learners' own active 
contribution so as to allow for “a range of outcomes rather then on the exact internal 
profile of the tasks themselves" is clear (Littlewood, 1993: 40). Nunan's (1989) 
definition of task, as stated above, also emphasizes the need to involve learners “in 
comprehending, manipulating, producing and/or interacting in the target language", 
which definitely requires learners' active involvement, although he only confines 
learners' involvement to meaning-focused tasks. 
Based on the consensus that learners' active involvement in a purposeful 
piece of work is the central feature of "task", Littlewood (1993) maintains that 
language-oriented or form-focused work, which fulfills the above requirement, 
should also be regarded as "task", in addition to the meaning / communication 
oriented tasks, from the perspective of psycholinguistic information processing 
model (Anderson, 1983, 1985; McLaughlin, 1987). From a psycholinguistic 
perspective, language learning involves information-processing through which both 
form and meaning of new language input are internalized into learners' schemata; 
this process can only be triggered by learners' active involvement. Therefore, 
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"interactive, cooperative learning need not be reserved for communication tasks” but 
can be extended to language-oriented / form-focused tasks (Littlewood, 1993: 52). 
Based on the review and the discussion above, the following definition of 'task' 
is proposed: 
a piece of goal-oriented work (or activity), language-focused or meaning 
focused, with a clearly defined language learning objective, which 
involves learners in comprehending, manipulating, producing or 
interacting actively in the target language. It is not necessarily confined 
to the classroom setting. 
Having defined 'tasks' for the present study, the next step is to identify tasks 
which can pinpoint the learning objectives, to improve 'accuracy', 'fluency' and 
‘interactivity,, the three aspects of oral proficiency (cf. 2.1.3). 
2.3.2 Tasks for Second Language Learning 
According to some psycholinguistic information-processing model 
(McLaughlin & Heredia, 1996), the limited information-processing capacities of 
human beings confine learners to limited focal attention span in language input. 
Schmidt (1990) observes that attention control determines the kind of input to be 
noticed, and hence to be able to transformed into intake. It is, therefore, reasonable 
to deduce that we cannot expect learners to be able to focus on every language aspect 
simultaneously and there is a need to design tasks that are especially catered for 
drawing learners' attention to particular language aspect(s) (i.e. accuracy, fluency 
and interactivity in this study). In this sub-section, some tasks previously adopted 
for improving ‘fluency,, 'accuracy', and ‘interactivity’ in SLA and the related 
theories are reviewed. 
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Tasks on accuracy 
To master the accuracy of language production, learners have to first notice the 
accurate forms in the language input. Schmidt (1994) points out that increasing the 
salience of the target language forms are more likely for them to be noticed by 
learners. 
Although there have been few empirical studies on the effects of specific tasks 
on accuracy development (but see Derwing, Munro and Wiebe [1998], which reports 
on the effects of using 'Jazz Chants' in pronunciation instruction), there have been a 
number of theoretical studies discussing the effects of specific tasks on accuracy 
development (Celce-Murica et al, 1996; Vaughan-Rees, 1992), and there are also 
some teachers' reference books pinpointing accuracy development (Fitzpatrick, 1995; 
Laroy, 1995). Below is a summary of some tasks identified with salient features, 
which purport to promote accuracy development. 
iNames of task Areas of accuracy promoted 
Segment-based "Sound Bingo" on segmental features (vowels Pronunciation, accent, & word stress 
and consonant) 
"Minimal Pairs": Pronunciation, accent, & word stress 
Card games on segmental or suprasegmental Pronunciation, stress, & accent 
features (e.g. snap game, memory game, 
concentration game) 
Puzzles (e.g. dominoes, crossword, letter snake, Pronunciation, stress, & accent 
scramble, dice game) 
"Phonemic Walkabout" Pronunciation, stress, & accent 
"Noughts and Crosses" Pronunciation, stress, & accent 
Globally-based "Pass the message" Pronunciation, accent, & word stress 
"Tongue Twisters" Pronunciation, stress, & accent 
"Verse Speaking" / poetry reading Pronunciation, stress, & accent 
"Rap" (informal speech with features such as Stress 
linking, weak form, elision and coalescent 
assimilation) 
Singing Pronunciation, stress, & accent 
Jazz chants Pronunciation, stress, & accent 
Cheers Pronunciation, stress, & accent 
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Two approaches to designing tasks for accuracy enhancement are found in the 
above list of tasks; (1) "segment-based" approach (focal production of specific 
segmental and suprasegmental features), and (2) "globally-based" approach (accurate 
production of larger units incorporating stress, accent and pronunciation patterns), 
using Derwing, Munro, & Wiebe's terminology (1998). Therefore, the "globally-
based" tasks can promote all-round accuracy development (stress, accent and 
pronunciation), with relative contribution to the three aspects, while the "segment-
based" tasks tend to promote only individual, specific aspect(s) of accuracy. It 
should be noted that the traditional drilling activities are excluded from the proper 
domain of 'tasks', which, according to our definition, emphasize learners' active 
involvement (cf. 2.3.1), even though they have been popularly adopted in oral 
accuracy drills. 
Tasks on fluency 
In terms of actual production of oral language, fluency refers to producing the 
language rapidly and smoothly, without hesitations and pauses (Gatbonton & 
Segalowitz, 1988). In other words, appropriate speed and pausing should be the 
main features of fluency (cf. 2.1.3). From a psycholinguistic perspective, this 
production component of fluency demonstrates automaticity of language use in such 
a way that the underlying mechanisms of a fluent performance "function quickly, 
without interference from other ongoing cognitive processes, and that draw relatively 
little or no attentional resources away from other concurrent processing activities" 
(Gatbonton & Segalowitz, 1988: 474). 
Practice can help these processes become automatic, in particular the procedural 
skills, and can lead to fluency development (McLaughlin & Heredia, 1996; Schmidt, 
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1992). Empirical studies on the effect of repetition tasks (Gatbonton & Segalowitz, 
1988; Goldman-Eisler, 1968; Hieke, 1981; Nation, 1989; Arevart & Nation, 1991), 
which differ in the control of time for task competition, the number of repetitions, the 
number of interlocutors the subjects had to speak to, all indicate positive effect of 
repetition tasks on fluency enhancement. It implies that language tasks that can 
offer learners more opportunities to practise speaking the target language will have 
the potential to promote language fluency. 
Because of learners' limited-processing abilities, learners can only process a 
limited amount of information at one time (McLaughlin & Heredia, 1996). Tasks 
incorporating features which require learners to pay attention to and practise ‘speed’ 
and 'pausing' are therefore more effective for fluency enhancement. For example, a 
task called 'Pass the Message，，which requires learners to pass a message to one 
another as quickly as possible, emphasizes 'speed' delivery. 
Instead of using traditional pattern drills and exercises as a means of practice, 
which usually put too much emphasis on mechanical and isolated drills, Gatbonton & 
Segalowitz (1988) propose practice through a meaningful context for developing 
fluency (automaticity). Practice should involves "placing students in settings where 
they repetitively desire to use target utterances as appropriate responses in genuine 
communications", instead of merely repeating a sentence explicitly identified by the 
teacher as in drill methods (Gatbonton & Segalowitz, 1988: 477). 
Celce-Murica et al (1996) claim that tasks which enhance fluency may also 
have positive effect on accuracy enhancement as fluency and accuracy are 
interconnected. Celce-Murica et al. (1996) elaborate on Wong's (1987) idea that 
learners' halting speech often interferes with the accuracy of their speech patterns, 
and argue that the enhancement of fluency can also help enhance accuracy because 
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"tongue-tied" learners' accurate production of sentence stress and intonation patterns 
tend to be distorted by frequent pauses. Hence, tasks that enhance fluency may also 
have positive effect on accuracy enhancement. The dual effect of some fluency-
building tasks was noted in the task selection in this study, which will be discussed in 
Section 3.6.3. 
Tasks on interactivity 
Based on the importance of interaction and language production to language 
acquisition, proposed in Long's interaction hypothesis (1983) and Swain's output 
hypothesis (1985) (to be discussed in Sections 2.4.1 & 2.4.3), Pica, Kanagy & 
Falodun (1993) propose that negotiation of meaning, as an importance element for 
interactivity development, promotes language acquisition. Although it may be too 
soon to claim that negotiation of meaning promotes language acquisition, as 
criticized by Ellis (2000), one would not hesitate to agree on its potential impact on 
interactivity development. 
In a major, comprehensive review of tasks in SLA research and pedagogy, Pica 
et al. (1993) identified five sub-types of tasks which have a bearing on ‘interactivity，： 
(I) 'Migsa\v'\ (2) “Information-gap,，，(3) ‘‘Problem-solving,,, (4) "Decision-making", 
and (5) *�Opinion-exchange，，tasks. 
The \iigsaw' tasks require participants to select and share information with 
others in order to accomplish the tasks. The 'information-gap' tasks 
oblige the learners to provide information for. or share information with, 
the partner. The ‘problem-solving' tasks require a 'single resolution of 
outcome.' The 'opinion exchange" tasks allow variety of outcomes even 
though one outcome is expected (Pica et al.. 1993: 21-22). 
These sub-task-types, which had been used in SLA research to investigate 
learners' negotiated interaction (Pica et al. 1993). were updated by the present 
researcher and summarized in Appendix B. These task-types had also been used to 
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study learners' interactivity by Courtney (1996), Foster (1998), Rhonda (1998), 
Foster & Skehan (1996), Pica (1996 a, b), Pica, Lincoln-porter, Paninos & Linnell 
(1996), and Mackey (1999), many of which were conducted in isolated, laboratory 
settings. 
In order to differentiate and compare different (sub-)task-types with respect to 
their impact on second language learning, Pica et al (1993) have introduced features 
in characterizing these task-types: 'interactant relationships', 'interaction 
requirement', 'goal orientation', and 'outcome options', which describe how 
information is shared among participants, participants' responsibilities in sharing 
information, requirement of participants' meeting the same goals of tasks 
(convergence), and the number of acceptable outcomes, respectively (see 
Appendix C). These features are proposed by Pica, Kanagy & Falodun (1993) to 
differentiate tasks with different degrees of impact on learners' negotiation of 
meaning during interaction with others. 
In SLA pedagogy, role-play, simulation, drama are widely used for training 
learners’ interactivity. Even though there is little empirical evidence, it is generally 
believed that these tasks can help learners develop their interactivity because they 
create situations in which 'there is a need for precise communication’ (Dougill, 1987: 
4). 
2.3.3 ^^Guidelines for Incorporating Element of Learners' Active Involvement 
in Task Design 
In addition to the specific features of each task type discussed in the previous 
sections, learners' active invoUement is a crucial feature, go\erning all task-types (cf. 
2.3.1). Littlewood (1993) has proposes five favourable conditions for such 
involvement, which highlight the relationship between task design and SLA theories. 
Active participation 
In the context of cognitive psychology, Littlewood (1993) observes that 
“learning is dependent on active participation in the experiences encountered" (p. 49). 
He suggests that learners' active participation in tasks can be encouraged through 
experiential learning (Kohonen, 1992; Legutke and Thomas, 1991) and through the 
development of learner autonomy (Little, 1991). Learners' active participation 
takes place when language learning involves personal experience (as proposed in 
experiential learning theory), and learners' choice and decisions which affect their 
own learning activity (as proposed in the notion of learner autonomy / leamer-
centredness); the details will be expanded in Sections 2.4.4 & 2.4.5. 
To develop the cognitive frameworks that underlie learning behaviour, 
Littlewood (1993) stresses the importance of physical participation in overt activity 
“as it often acts as an essential support ( a form of "scaffolding") for mental 
participation [e.g. language development]" (p. 49). 
Interactive learning 
From cognitive psychology, learning takes place through the interaction of 
learners with each other and with their social environment. This is elaborated by 
the interaction hypothesis, which suggests that interaction makes input more 
comprehensible and gives rise to modification of input (cf. 2.4.2). This notion is 
applied to one of the methods in second language learning, cooperative learning in 
groups (cf. 2.4.6) 
Space for personal contributions 
Littlewood (1993) points out that, in order to encourage learners to participate 
actively in their interaction with other learners or with the task materials, learners 
must be allowed to contribute their own ideas, feelings and choices (cf. 2.4.5). He 
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suggests two main means to achieving this requirement: (1) by providing learners 
with interaction that open up opportunities for learners to contribute, such as working 
in groups or pairs, and (2) by providing a learning environment that can create 
confidence and support to increase learners' readiness to contribute (Littlewood, 
1992). 
Relevance to learners，present framework of interests 
Apart from providing learners with more interaction through group work and 
with a supportive learning environment, tasks should also be relevant to learners' 
present framework of interests, to encourage "learners to engage their minds 
creatively with the language and thus to internalize it as a means for expressing their 
own selves and relating to their world" (Littlewood, 1993: 50). 
Scaffolding 
"Scaffolding" plays a role in learners' interaction with others. "Scaffolding" 
refers to a learning situation in which learners learn when interacting with adults or 
more competent peers (cf. 2.4.2). Lloyd (1990) argues, from a perspective of 
practical concern, that learners in a large class cannot benefit from scaffolding 
contributed by teachers, as teachers cannot give support to so many children 
simultaneously. If the student-to-teacher ratio can be decreased, (such as by 
allowing learners to work in small groups with someone who is more competent than 
themselves), better scaffolding can be provided for learners (cf. 2.4.6). 
Nevertheless, Littlewood argues that interaction with other learners of similar 
competence can still benefit from scaffolding in the areas of affective support and 
can help learners to retain items in their memory. Scaffolding can be encouraged by 
engaging learners to work in groups in language learning (cf. 2.4.6.2). 
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2.3.4 Task-based Instructions 
Since there is a variety of tasks with different foci on aspects of oral language 
development, it is important to consider how different task-types should be selected 
and implemented to realize the aims of a balanced oral language development, as 
pointed out by Skehan (1998). 
Skehan (1998) observes that there are two extremes of task-based instructions: 
focusing solely on the development of either form or meaning of the target language, 
by relying on either structure-oriented instruction or the communication-driven tasks. 
“The first 'traps' structures in task design, while the second advocates the use of 
communicative tasks on the assumption that transacting the tasks will drive forward 
acquisition" (Skehan, 1998: 122). The communicative approach, which puts more 
emphasis on communication-driven tasks, has been criticized for the fact that, when 
learners are so keen on getting the meaning across in order to get the task done, they 
may overlook the “communicatively expendable formal features of the second 
language" (Harley, 1998: 157) (cf. 2.4.3). In contrast, the motivation behind an 
emphasis on making particular structures salient in structured oriented instruction is 
to maximize the opportunities for learners to "notice" the structures from the input, 
which will lead to the acquisition of the target structures. However, the "tasks" 
often end up engaging learners in non-reflective and mechanical drills which fail to 
consider other factors that are also influential in learners' noticing the target 
structures. Apart from form saliency, other aspects are influential, such as affective 
factors and learners' previous knowledge, which determine whether the input is 
meaningful to learners and triggers learners' active involvement in information 
processing (cf. 2.3.3). It also helps learners "notice" the target structures in the 
input (Gass, 1997). If learners' active involvement in the processing of the target 
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structures can be encouraged and enhanced (e.g. for a more informed understanding 
of the ways to encourage learners' involvement, please refer to Section 2.3.3), form-
focused instruction will still have its' value and contribution to accuracy 
development. Although opportunities to use the language for communication are 
limited in form-focused instruction, which is regarded as a major source of 
motivation for learners' active involvement in language learning, learners' active 
involvement can still be encouraged with an incorporation of some interesting, 
challenging and friendly competitive elements into form-focused tasks. Details 
will be expanded in Chapter 3 (cf. 3.65). 
Aiming at a balance between focusing on form and on meaning in second 
language teaching, Willis (1996) adopts a medial approach, and the framework is 
summarized below: 
1. Pre-task 
Introduction to topic and task 




3. Language focus 
Analysis and practice 
Review and repeat task 
Willis's framework (1996) consists of three phases: (1) pre-task, (2) task cycle, 
and (3) language focus. Pre-task activities are introduced at the first stage, in which 
learners are given the topic and the tasks, highlighting the topic-related words and 
26 
phrases. The aims of this stage are (1) to activate learners' schematic knowledge, 
making the task more interesting and more authentic, and hence increasing learners' 
motivation, (2) to expose learners to the authentic input preparing learners with 
reasons for the real, purposeful communication which is going to take place in the 
coming "task cycle", and (3) to maximize the chances for learners to focus on form 
in a meaningful context through the use of texts or data (Skehan, 1998). 
The task cycle allows learners to use the target language freely in conducting 
the task, and then to improve the language under the guidance of a teacher, who acts 
as a language advisor and facilitator when learners are planning their reports of the 
task. The teacher will, on request by the learners, give feedback on the language 
used; the advantage here is that the language used in the task cycle is based on the 
needs of the learners. In other words, the need to focus on form is initiated by the 
learners themselves, making language learning, in particular the development of 
accuracy, more motivating. Through this task cycle, learners can be given a holistic 
experience of language in use while their attention to form is directed at a certain 
point based on the requests and needs of the students. However, one would argue 
that the kinds of form (s) to be focused on are unpredictable and differ for different 
learners, even though the content is well-defined; this may create difficulty in task 
design and curriculum planning. 
Through preparation for and rehearsal of public performance, learners are given 
opportunities in focusing their attention on accuracy of the language used in a 
meaningful context, as it is natural for one to perform the best of his language in 
public performance, through which the relationship between meaning and form is 
then highlighted and integrated. 
The last phrase is language focus, in which learners are allowed to have "a 
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closer study of some of the specific features naturally occurring in the language used 
during the task cycle", after which they carry out a focused practice (Willis, 1996: 
40). Willis (1996) claims that, since learners have worked with the language and 
processed it for meaning in the task cycle, an explicit and conceptualized study of 
language form can then be taken place. Although this framework is beautifully 
presented, reservation about the impact of this framework on second language 
learning is expressed by Skehen (1996) regarding its lack of theoretical and empirical 
support. 
2.4 Related Theories in Task-based Learning and Teaching 
In this section, theories related to the roles of input, output and interaction will 
be briefly reviewed to provide a better understanding of the learning process. A 
review of related theories about ‘learner-centredness,, ‘humanistic education and 
experiential learning', 'cooperative learning', and 'group-based learning' 
underpinning the elements and conditions in communicative task-based learning and 
teaching will then follow. A review of immersion settings, manifesting the above 
learning theories, will also be conducted. 
2.4.1 Input Hypothesis 
Krashen (1985a) asserts that 'comprehensible input' is a necessary condition for 
acquisition (Ellis, 1990: 100). According to Krashen's (1985a) input hypothesis, 
input is comprehensible to learners when it contains forms and structures just beyond 
the learners' current level of competence in the language (i + 1), resulting in learners 
advancing to the next step in their interlanguage development (Ellis, 1990: 101). 
2.4.2 Interaction Hypothesis 
Long (1983) proposes that 'interaction' makes input comprehensible to learners. 
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When learners interact with each other, the modification of input takes place through 
the process of ‘negotiation of meaning’，in which the interlocutor simplifies or 
clarifies his/her speech, in response to the learners' feedback. 
Empirical studies have shown that negotiation of meaning helps L2 learners 
better comprehend input (Pica, Young and Doughty, 1987; Loschky, 1994; Pica, 1991, 
1996a, b). 
Vygotsky's (1978) “activity theory", from a psychological perspective, also 
explains the role of interaction in interlanguage development. Vygotsky (1978) 
argues that 
...children learn through interpersonal activity [under adult guidance or in 
collaboration with more “capable peers"]...whereby they form concepts 
that would be beyond them if they were acting alone. Subsequently, the 
child learns how to control a concept without the assistance of others (cited 
in Ellis, 1997: 49). 
In other words, language development takes place through interaction, in which 
the “more capable" interlocutors assist the learner in constructing a new discourse 
and syntactic structures, followed by the learner's subsequent internalization of the 
new concepts. This potential level of development is called "zone of proximal 
development" (ZPD). In this respect, "socially constructed L2 knowledge is a 
necessary condition for interlanguage development" (cited in Ellis, 1997: 49). 
2.4.3 Output Hypothesis 
Swain & Lapkin (1995) argue that mere comprehensible input is not adequate 
for second language acquisition to take place, based on the learners' performance in 
French immersion programmes. According to some studies on French immersion 
programmes in Canada, learners' accuracy in the target language was not native-like 
even though ample amount of comprehensible input was given (Swain & Lapkin, 
1995: 372). In view of this problem, Swain (1993 & 1995) then proposes the 
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Output Hypothesis emphasizing the role of production in L2 acquisition. It is 
argued that in producing the target language, 
...[the] learner will on occasion become aware of (i.e. notice) a linguistic 
problem... which 'pushes' the learner to modify his/her output. In 
doing so, the learner may sometimes be forced into a more syntactic 
processing mode than might occur in comprehension. Thus, output may 
set ‘noticing，in train, triggering mental process that lead to modified 
output (cited in Swain & Lapkin, 1995, 372). 
In summary, 'pushed' output also contributes to the development of proficiency, 
accuracy in particular, in addition to enhancing fluency. Four functions of output 
for language development and enhancement are observed by Swain (1995): 
1. Enhancing fluency through the development of automaticity 
The opportunity for meaningful practice of one's linguistic resources is 
provided, which in turn permits the development of automaticity in language use. 
2. The 'noticing/triggering'function 
Producing the target language may prompt learners to 'notice' the gap between 
their interlanguage and the target language, and hence 'triggering' the cognitive 
processes for orienting their interlanguage towards the target language. In other 
words, learners may recognize their linguistic problems when producing the target 
language, and be more aware of the need to modify their interlanguage. 
3. The hypothesis-testing function 
Learners may try out their new language forms and structures through output, as 
a way to modify their interlanguage to meet communication needs. Before they 
produce the correct form of the target language, learners may not be sure whether the 
perceived forms are correct or not. One way to know the answer is to try them out 
through producing it and modify them based on the feedback. 
4. The metalinguistic function 
Output may promote reflection on the target language, 'allowing learners to 
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control and internalize it’ (Swain, 1995: 132). Learners may continue to reflect on 
his/her language produced and try to negotiate the form with others in order to get 
his/her meaning across precisely. 
2.4.4 Humanistic Education and Experiential Learning 
Humanistic education "aims to draw out learners' potential and encourage them 
to deploy their existing linguistic resources; to make the learners feel important, 
successful, relaxed and secure; to give learners a good and enjoyable learning time; 
to develop among learners a caring, sharing and cooperative relationship; to create a 
positive and mutually supportive learning environment; and to attend to both the 
cognitive/intellectual as well as the affective/emotional development" (Hung, 1996: 
115-116). 
Experiential learning theory, which grew out of humanistic concepts, suggests 
that learners should actively participate and experience in the process of learning 
(Kohonen, Jaatinen, Kaikkonen, Lehtovaata, 2001; Kohonen, 1992). Experimental 
learning theory starts with learning as learner's subjective experience. Only when 
learners are involved in their personal experiences can they have the opportunities to 
reflect on or interpret the language input, leading to a deeper understanding of the 
meanings and structures behind. Hence, input is made more comprehensible when 
learners make their own contribution. Given a meaningful context, which implies 
authentic language use, learners experiment with what they have learnt and revise 
their hypothesis based on the feedback from interlocutors, thereby enhancing 
interlanguage development (Kohonen 1992; Niman, 1999; Kolb, 1984). In other 
words, learning takes place through "a cyclic process integrating immediate 
experience, reflection, abstract conceptualization and action" (Kohonen, 1992: 1). 
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2.4.5 Learner-centredness 
One of the characteristics of experiential learning theory is the active 
involvement of learners. This concept is reinforced and elaborated in learner-
centredness theory. Two dimensions of learner-centredness related to second 
language teaching will be discussed: learners' active involvement in learning process, 
and learners' choice. 
Learners should be actively involved in the learning process. In other words, 
learners should do most, if not all the work while the teacher acts as a facilitator. In 
order to encourage learners to take active roles in learning, a humanistic environment 
should be set up, in which learners 'feel accepted, supported and encouraged by each 
other' (Littlewood, 92: 99). Pair- and group-work may be employed in providing 
more opportunities for interaction between learners (this will be discussed in details 
in Section 2.4.6). 
Another dimension of learner-centredness is the focus on the learners' choice. 
'Adopting active roles implies that the learners make choices and decisions which 
affect their own learning activity. These choices can vary widely in their scope and 
complexity' (Littlewood, 1992: 106). A low level of learners' choice refers to 
learners' control over interaction and the information within a task assigned by 
teachers. Their degree of control can be increased from expressing opinions and 
feelings in a discussion or in a role play to choosing their own topic of interest in an 
interview, even though teachers still have control over the content of the activity and 
the progression of the course. 
In order to encourage learners to express their 'choices' in tasks, the content and 
structure of tasks must meet the learners, interests and needs. In other words, tasks 
can only be effective when both learners' interests and needs, and teachers' 
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pedagogical concerns are taken into account. However, research has shown that 
there is often a mismatch between 'the preference of learners and teachers in relation 
to selected learning tasks and activities' (Nunan, 1999: 13). Hence, there is a need 
for teachers ‘to find out what their students think and feel about what they want to 
leam and how they want to learn and take this into consideration when planning their 
courses' (Nunan, 1999: 13). This implies the need to further research learners' 
perceptions of the effect of different task-types on their language learning. 
2.4.6 Cooperative Learning and Group-based Learning 
This section will start with a definition of cooperative learning (CL) which 
underpins the rationale for employing group work in communicative language 
teaching. This will then be followed by the impact of group work on second 
language learning (cf. 2.4.6.1). 
2.4.6.1 Cooperative learning 
According to Olsen & Kagan (1992), cooperative learning (CL) is: 
...group learning activity organized so that learning is dependent on the 
socially structured exchange of information between learners in groups and 
in which each learners is held accountable for his or her own learning and 
is motivated to increase the learning of others (p. 8). 
There are several key elements for achieving cooperative learning: (1) positive 
interdependence, (2) team formation, (3) accountability and (4) mastery of social 
skills (Olsen & Kagan, 1992; Johnson and Johnson, 1999; Kluge, 1999). 
“Positive interdependence" refers to group work being structured in a way that 
one can succeed or meet his/her goals only when all the members contribute. 
Therefore learners are encouraged to work cooperatively with other group members 
so as to achieve learning goals. Positive interdependence can be created through 
group members sharing resources (e.g. worksheets, answer sheets), having the same 
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identity (e.g. group name, group cheers, sign), having outside competitors through 
friendly competition with other groups, having reward or bonus points if all group 
members achieve the task goals or the average of individual scores meet a preset 
criteria, having a single and shared goal (e.g. a group report, presentation), and 
having different roles in accomplishing tasks (Kluge, 1999:17-18). 
Team formation implies grouping students for accomplishing tasks. Both 
individual and group accountability are important for effective cooperative learning. 
Slavin (1983) argues that "[m]ethods which use only a group grade or group product 
without making each member accountable do not consistently produce achievement 
gains，’ (cited in Olsen & Kagan, 1992: 13). Olsen & Kagan (1992) suggest that 
students may be made individually accountable by setting rule so that students may 
not go on to the next task until all members in a group finish the task. To ensure 
effective cooperative learning in group members, social skills, such as decision-
making, trust-building and communication skills, should be taught explicitly to 
students through modeling, demonstrations, and practice. 
Coelho (1992) argues that there are many parallels between social language 
skills emphasized in cooperative learning (e.g. communication and interaction skills) 
and oral communication skills in the communicative approach; both emphasize the 
communicative functions of the target language. This implies the feasibility to 
incorporate cooperative learning into communicative language curriculum which 
may ultimately enhance second language learning. 
2.4.6.2 Language development through (cooperative) group work 
Cohen (1994) defines group work, at its most basic level, as "students working 
together in a group small enough so that everyone can participate in a task that has 
been clearly assigned" (p.l). 
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Empirical studies (Pica & Doughty, 1985a, 1985b, 1985c; Doughty & Pica, 
1986; Duff, 1986; Rulon & McCreary, 1986) on group work have shown its positive 
impact on second language acquisition. Carefully structured cooperative group 
work can promote second language in at least three ways. 
More comprehensible input and modified output through peer interaction 
More comprehensible input may be given to learners, as working in small group 
offers more opportunities for learners to interact and negotiate meaning with each 
other (cf. 2.4.2). In order to accomplish a task, learners have to exchange 
information about ideas, consult each other to seek opinions and information, a 
process which makes input comprehensible (McDobell, 1992: 60). On the other 
hand, learners are forced to modify their interlanguage in response to feedback from 
interlocutors, which enhances their interlanguage development (cf. 2.4.3). 
Establishing a supportive learning environment 
Learners have to work together to accomplish shared goal, since group work is 
often structured in such a way that 'learners can attain their own personal goals only 
if the whole group is successful, (Ehrman & DSrnyei, 1998: 247). Cohesiveness 
among group members can also be enhanced as a result of more interactions among 
learners. Learning then takes place in groups 'through peer teaching, joint problem 
solving and brainstorming, varied interpersonal communication, and individual study 
monitored by peers' (Ehrman & Dornyei. 1998: 247). 
Increasing confidence in using the target language 
When compared with other learning formats, the collaboration characteristic of 
cooperative learning gives less anxiety and stress. A sense of safety, as a result of 
reduced anxiety and stress, can then increase learners' motivation to take risks and 
try out new things (Ehrman & Ddrnyei. 1998: 158). In other words, learners' 
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confidence in using the target language will be increased. 
Summarizing the review and discussion of the theories related to 
communicative task-based teaching (CTT) in Section 2.4, the elements and 
conditions for effective CTT are listed as follows. 
• Learners should be exposed to rich and comprehensible input (cf. 2.4.1). 
They should also be encouraged, by providing more opportunities for 
language production (cf. 2.4.3), to communicate and interact with each 
other in English (cf. 2.4.2). 
• A supportive and cooperative learning environment (cf. 2.4.4), in which 
learners feel accepted, encouraged by each other (cf. 2.4.5) and work 
cooperatively to accomplish language tasks (cf. 2.4.6.1), should be 
provided. 
• Learners should be encouraged to take active roles in learning (cf. 2.3.3), 
which may be best achieved through group work (cf. 2.4.6 & 2.4.5). 
• Tasks developed should be learner-centred (cf. 2.4.5); leave learning space 
for learners' personal conditions (cf. 2.3.3). 
One possibility to benefit from effective CTT is through immersion, non-formal 
immersion programme in particular, to which we now turn. 
2.5 Immersion Programmes 
An immersion programme refers to a language programme that provides a 
learning environment in which learners have extensive exposure to rich and 
comprehensible input, and speak only the target language (Baker, 1996; Lightbrown 
& Spada, 1999; Krashen, 1985b). It is generally believed that learners can develop 
fluency, functional abilities, and confidence in using their second language through 
immersion programmes (Lightbrown & Spada, 1999). 
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2.5.1 Formal Immersion 
(Formal) immersion was first developed in Quebec in the early 1960,s, which 
aimed at teaching French to Anglophone children who had little or no exposure to 
French. In the programme, French was regarded as the medium of instruction for 
classes of all regular subjects, such as Maths and Science. Since then, a variety of 
(formal) immersion programmes have been developed in different parts of the world, 
which differ in (1) the initiation (early, kindergarten; delayed, grade 4 or 5; late, 
grade 7 or 8), and (2) the extent to which instruction is provided in both learners' 
first language and the target language, (total, in which all or most instruction is in the 
target language, or partial) (Genesee, 1987; Marsh, Hau, & Kong, 2000). 
The characteristics of formal immersion are summarized as follows (Swain & 
Johnson, 1997; Marsh, Hau & Kong, 2000; Genesee, 1987; Krashen, 1985b): 
• The target language, very often L2, is used as the medium of instruction, so 
that a rich and authentic learning environment is created. 
參 The immersion curriculum parallels the local first-language curriculum; in 
other words, it is regarded as a regular curriculum. 
眷 Overt support exists for LI. 
參 Content-based approach is employed, in which regular school subjects 
such as Maths and Science are taught in the target language. 
• The participants speak the majority-group language, and have similar and 
limited levels of proficiency of the target language. 
• The participants have little or no exposure to the target language outside 
the classroom. Exposure to the target language is largely confined to the 
classroom. 
參 Teachers are bilingual. 
參 The classroom culture is that of the local LI community. 
It is worthy pointing out that there is a type of language programme designed 
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for Spanish speakers, called "structured English immersion (SEI)，，，which highlights 
the importance of comprehensible input to learners by asking teachers to adjust their 
language to the level of the learners and by gradually increasing the amount of 
English used to 70%-90% of instruction time, although it has been criticized as a 
deviant from immersion (Baker, 1996 & 1998). 
A late total (formal) immersion programme for Chinese learners, which starts at 
secondary school level, has also been conducted in Hong Kong for more than a 
decade (Johnson, 1997; Marsh, Hau & Kong, 2000). However, it is not regarded as 
successful, partly due to the difficulty of maintaining a total English speaking 
environment in the Hong Kong classroom, to a large amount of teacher-talk and 
limited interaction with students, a lack of appropriate teacher preparation, a heavy 
workload, and to the teachers' pressure to complete syllabuses, (for details, please 
refer to Johnson's (1997) article). 
In the formal language immersion programmes discussed above, learners learn 
a foreign language formally through subject-matter instruction in the regular 
curriculum. While there seems little doubt that formal immersion programmes can 
successfully develop learners' fluency, as shown by numerous studies in second 
language research, there have been complaints that the development of accuracy is 
emphaiszed at the expense of fluency development (Hammerly, 1991). Swain 
(1996) points out that (formal) immersion students' 
...spoken and written use of the target language often contains 
morphological and syntactic inaccuracies, lacks precision in vocabulary 
use, and tends to be sociolinguistically limited to a more formal academic 
register (see, for example, Swain & Lapkin, 1982 & 1990; Genesee, 1987; 
Harley & King, 1989) (Swain, 1996: 530). 
Several possible explanations have been offered in second language research. 
Swain (1985 & 1996) argues that, because the classes are largely teacher-centred in 
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the formal immersion, learners do not have enough opportunities for language 
production, or rarely required to give extended answers, which is a hindrance to 
learners' development of accuracy (cf. 2.4.3). Sharing the same interlanguage 
among learners also helps learners avoid being pushed to produce more accurate 
language. “Classroom pidgin" may occur, as learners and teachers often have no 
difficulty in understanding each other in spite of the errors in their speech 
(Lightbrown & Spada, 1999: 131). Therefore, there is little need for negotiation of 
meaning, which, in turn, offers fewer opportunities for more accurate production, in 
this kind of “naturalistic’，environment. 
From the perspective of psycholinguistic information-processing model 
(McLauglin & Heredia, 1996), learners have limited focal attention on input, learners 
in an immersion setting may overlook the forms of the language when they are 
focusing on making meaning in the language for communication. Harley (1998) 
observes that there is a tendency for learners to overlook the "communicatively 
expendable formal features of a second language" when getting meaning across. 
Fluency then develops at the expense of accuracy. Hence, simply exposing learners 
to language in a context they understand is not sufficient to promote accuracy of the 
target language. 
2.5.2 Non-formal Immersion Programmes 
In contrast to the formal immersion programmes discussed above, non-formal 
immersion programmes enable learners to be exposed to an informal English-
speaking environment outside the classroom, and to communicate and interact with 
others in English when doing different language-focused tasks. This kind of 
informal programme is usually regarded as an adjunct to the regular curriculum. 
The characteristics of non-formal immersion programmes are briefly discussed 
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below (2.5.2.1-2.5.2.5): 
2.5.2.1 Approach to programme implementation: A “Short, Sharp, Shock，， 
[3-S] Procedure 
A “Short, Sharp, Shock" [3-S] procedure is employed to help learners, 
particularly the reluctant and input-stricken learners, to rise to the "oral performance 
threshold" at which oral English begins to take off and take effect significantly, and 
after which learning take places at an appreciable rate of acceleration (Hung, 1990). 
The implementation of the Short, Sharp, Shock" [3-S] procedure is governed by 
three principles characterizing a short, sharp and shock experience. 
1. Short duration of experience 
The learning experience should not protract over a long period of time, since it 
is a sharp and shocking one, and requires a high level of attention. 
2. Sharp experience 
The experience should represent a sudden, quick and great change capable of 
producing a strong effect. 
3. Shock experience 
The experience should be something sudden, intense and distressing that 
threatens learners' linguistic routines. 
2.5.2.2 English-speaking environment 
To provide learners with an ample amount of comprehensive input of the target 
language (cf. 2.4.1) and with opportunities in using the language for communication 
and interaction (cf. 2.4.2), learners are immersed in an English-speaking environment 
in which the whole programme is conducted in English, and all participants use 
English to communicate with each other to accomplish the tasks assigned. 
2.5.2.3 Relaxing and enjoyable learning environment 
In a non-formal immersion programme, freedom from examination pressure or 
40 
from the constraints of syllabuses in the regular curriculum sets the scene for a more 
relaxed way of learning. The fun-based English activities in the programme also 
provide learners with an enjoyable and interesting learning experience (cf. 2.4.4). 
2.5.2.4 Flexibility in time management and sufficient room for dynamism 
Ample time can be devoted to doing language-focused tasks since the focus of 
the programme is solely on development of the target language, without the 
constraint of limited class time. Learners can then have more opportunities in 
continual practice and use of the language, which speed up the automaticity of their 
procedural knowledge and language production (Gatbonton & Segalowitz, 1988), 
resulting in more effective language learning and use. Tasks requiring more time 
and space such as drama, role-play and interview, can then be conducted effectively 
(cf. 1.1.2). Spatial arrangement for tasks is also more flexible as the venue for the 
programmes is no longer confined to the classroom. Tasks involving more 
dynamism can also be conducted. 
2.5.2.5 Cooperative and supportive learning environment 
A cooperative and supportive learning environment can be easily established 
among learners when more group activities are used in the immersion programme. 
Learners' active involvement in learning can then be promoted, given the supportive 
and cooperative learning environment (cf. 2.3.3, 2.4.5 & 2.4.6.1). Teachers 
working in such an environment should regard themselves as facilitators of learning. 
All these would result in better scaffolding, and would maximize the opportunities 
for learners to learn through interaction (cf. 2.4.2). 
In summary, the design features of non-formal immersion programmes 
include the humanistic principles (2.4.4 & 2.5.2.3), an experiential approach to 
learning (2.4.4), a cooperative learning philosophy (2.5.2.5 & 2.4.6), a language-rich-
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cum-output environment (2.4.1, 2.4.2, 2.4.3 & 2.5.2.2), and a "short, sharp, shock" 
[3-S] procedure (2.5.2.1). 
A diagrammatic summary of the various second language 
learning/acquisition theories underlying the non-formal immersion programme is 
summarized in Figure 2. Each theory has a different focus on specific features of 

























































































































































































































































Concerning the non-formal immersion programmes conducted in the Chinese 
EFL contexts, only a few studies have been published (Hung, 1996; Hung and 
Senf, 1992). The two non-formal immersion programmes, which lasted for a 
week, focused on oral English training with different types of subjects. The 
subjects in Hung and Senfs (1992) study were Secondary Four students in Hong 
Kong while the subjects in Hung's (1996) study were junior and senior-high 
school teachers of English in Taiwan. Both studies revealed positive effects of 
non-formal immersion programmes on the participants' perceptions of their 
English proficiency, their preference and willingness to use and speak English. 
It was found that the non-formal immersion programmes also helped increase the 
learners' confidence in speaking English, too. The positive results from the 
subjects' comments and evaluation in the two studies suggest that the non-formal 
immersion can provide a number of favourable learning conditions and hence a 
feasible way for oral English training. However, the specific effect on 
learners' oral proficiency is still unknown. Since learners' performance may be 
differentially influenced by different task-types employed (cf. Section 2.3), there 
remains a knowledge gap in the relationship between task-types and their impacts 
on specific aspects of oral performance in non-immersion programmes. 
2.6 Summary of the Chapter 
This chapter reviews and defines the notion of "language proficiency" in 
general and the notion of "oral language proficiency" in particular [Section 2.1]. 
It moves on to review the various aspects and characteristics of "communicative" 
language teaching and learning [Section 2.2], leading to a review of the various 
related second language acquisition (e.g. the "input hypothesis" and the "output 
hypothesis") and foreign language learning theories ("task-based" learning, 
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"humanistic" education, "experiential" learning and “cooperative，，learning) 
[Section 2.3 and 2.4], which provide a theoretical framework for the present study. 
The chapter next reviews some "formal" and “non-formal” types of immersion 
programme; the latter is then related to the various elements of the theoretical 
framework, producing a summary picture in Figure 2. 
2.7 Research Questions 
Based on the review and discussions in the previous sections, the present 
study aims to investigate the impact on learners' oral proficiency of the various 
task-types to be used in a non-formal immersion programme,. The major 
research questions in this proposed study are as follows: 
1. Will the immersion programme improve learners' oral proficiency, in terms 
of accuracy, fluency and interactivity? 
2. Will the learners find the adopted tasks effective in enhancing their oral 
proficiency, in terms of accuracy, fluency and interactivity? 




3 DESIGN OF THE STUDY 
3.1 Introduction 
As indicated in 2.7, the present study aims to investigate (1) the effect of a 
task-based non-formal immersion programme on the development of Chinese 
EFL learners' oral language in terms of accuracy, fluency and interactivity, and (2) 
the perceived effectiveness of designated tasks in enhancing the target area(s) of 
oral proficiency. 
Oral language proficiency is operationalized as the subjects' scores in their 
pre- and post-programme oral proficiency interview assessments; their pre- and 
their post-programme self-evaluation; and their reports in the post-programme 
reflective journals. 
The perceived effectiveness of designated task-types is operationalized as the 
scores on the subjects' perception of task effectiveness, and the qualitative 
comments in the reflective journal. 
The specific research hypotheses, the selection of subjects, the selection of 
tasks, the design of the non-formal immersion programme, the tests 
administration and the data collection instrumentation, the procedures of the 
experiment, and the methods of data analysis are all described in some detail in 
the following sections. 
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3.2 General and Specific Research Hypotheses 
The research questions stated in 2.7 are translated into three general 
hypotheses below: 
1. There will be a positive effect of the non-formal immersion programme on 
the subjects' oral proficiency (in terms of accuracy, fluency and 
interactivity). 
2. The subjects will consider the tasks employed in the study effective in 
enhancing the target area(s) of oral proficiency (i.e. accuracy, fluency and 
interactivity). 
3. There will be a significant change in the subjects' language learning attitudes 
and behaviour (in terms confidence and willingness in speaking English). 
Following the general hypotheses, six specific, null hypotheses are generated in 
order to obtain more specific information about the effect of the non-formal 
immersion programme and the designated task-types on the subjects' oral 
language proficiency and their language learning attitudes and behaviour. 
The six specific research hypotheses were: 
Hypothesis 1 (H。)： There will not be a significant increase in the subjects' oral 
proficiency, (data from the pre- and the post programme oral 
proficiency interview tests, and the pre- and the post-
programme self-evaluation). 
Hypothesis 2 (H。)： The subjects will not perceive accuracy-oriented tasks to be 
effective in enhancing accuracy (data from the subjects' 
evaluation of individual task effectiveness). 
Hypothesis 3 (H。)： The subjects will not perceive fluency-oriented tasks to be 
effective in enhancing fluency (data from the subjects' 
evaluation of individual task effectiveness). 
Hypothesis 4 (H。)： The subjects will not perceive interactivity-oriented tasks to 
be effective in enhancing interactivity (data from the 
subjects' evaluation of individual task effectiveness). 
Hypothesis 5 (H。）： The subjects will not perceive integrated tasks to be effective 
in enhancing the three areas of oral proficiency (data from 
the subjects' the pre- and post-programme self-evaluation). 
Hypothesis 6 (H。)： There will not be a significant change in the subjects' 
language learning attitudes and behaviour. 
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3.3 Selection of Subjects 
The subjects for the present study were 48 Senior Secondary One (Grade 10) 
Chinese students of English in Zhongshan, a Pearl River Delta city in Guangdong 
Province, China. Grade 10 students were chosen because they had completed 
the Junior Secondary School syllabus; they were relatively less influenced by the 
public examination pressure; and they were in the process of language 
development, making them suitable for this experimental language programme. 
The average English proficiency of the students from the school was above 
average, when compared with other secondary schools in Zhongshan. All the 
subjects had leamt English as a foreign language (EFL) between 6 and 8 years in 
primary schools and secondary schools in Zhongshan. At the start of the study, 
the subjects had just finished Grade 10. The subjects were randomly selected 
from six Senior Secondary One classes (Grade 10) of similar English proficiency; 
there were 8 students from each class. There were 48 subjects (34 females and 
14 males) in total. All the subjects had never participated in English immersion 
programmes before. 
Since the programme was conducted in the form of group-based activities, 
the subjects were divided into 6 groups, with 8 in each group. To ensure that 
subjects from each class were assigned to different groups with a similar 
proportion of male and female subjects in each group (Appendix D), a stratified 
sampling was employed in assigning subjects to groups. The sampling ensured 
that subjects from different classes had only an acquaintance status with each 
other. Characteristics of the subjects are summarized in Table 2: 
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Table 2. Characteristics of the Subjects 
Subjects' ethnicity: Chinese students of English in Zhongshan, China 
Educational level: Secondary Four (Grade 10) 
with no previous experience in non-formal English 
immersion programme 
No. of subjects: 48 (34 Males and 14 females) 
Random sampling from 6 classes of similar English 
proficiency 
Group arrangement 
No. of groups: 6 (with similar male-female ratio) 
No. of subjects in each group: 8 
3.4 Group Leaders and Their Roles in the Study 
The group leaders were either final-year English majors or first-year 
postgraduate students from some universities in Hong Kong, and were all 
proficient in English. All of them had experience in teaching or coaching 
secondary school students, and half of them had some previous experience as 
group leaders in non-formal immersion programmes. In addition, they were 
enthusiastic and dynamic in teaching English, and played a positive role in 
establishing a supportive learning environment (cf. 2.4.6.2) for the subjects - one 
of the features of the non-formal immersion programme (cf. 2.5.2.5). Measures 
were taken to standardize the group leaders' teaching styles through group-leader 
orientation and daily programme evaluation, which will be discussed later (cf. 
3.10.2 & 3.10.4.3). 
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The roles of group leaders are listed below: 
Facilitators • To facilitate discussion among the group members 
• To give guidance and support to their groups to help 
establish a supportive and relaxing learning 
environment (cf.2.5.2.5) 
Language advisor • To give guidance to language items or language 
accuracy whenever it is necessary or requested by the 
subjects, especially during preparation for performance 
• To interact with the subjects to provide scaffolding (cf. 
2.4.2) 
Process monitors • To monitor and assist in the process of evaluation (e.g. 
subjects' evaluation of individual task effectiveness) 
• To monitor the progress of their group when they were 
doing the tasks 
Evaluators • T o obtain individual feedback and comments from 
their group; to observe their groups' overall 
performance; to take a note of the problems 
encountered and report them to the Team Leader in the 
daily programme evaluation 
Assistants to Team • To give assistance to Team Leader whenever necessary 
Leader 
3.5 Identification and Classification of Tasks for the Immersion 
Programme 
After reviewing the literature on second language pedagogy and research 
(see Chapter Two), and on some previous non-formal immersion programmes 
(Hung, 1996; Hung & Ho, 1996; Hung, Ho, & Mak, 1999; Hung & Senf, 1992; 
Hung, Sze, Cheung, & Mak 1997; Mak & Hung, 2000) a list of tasks was 
identified (see Appendix E); task classification and selection in this study would 
be based on this list. A framework of task classification and selection in this 
study is outlined in Figure 3, followed by detailed discussion in Sections 3.5 & 
3.6. 
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Figure 3. Classification of Tasks 
Aim: improving oral language proficiency 
i  





Elaborate each goal into objectives highlighting the development of 
particular components: 
I ^ 1 II i I 
Objectives of Objectives of Objectives of 
accuracy enhancement: fluency enhancement: interactivity enhancement: 
Clear pronunciation, Appropriate speed and Willingness to speak and respond, 
appropriate use of stress, pausing appropriateness in response 
and accent (relevance), and amount of 
communication 
I t  
Accuracy-orilit^ [^^^^^ncy-ori^!^^^ 
V^^^tasks^^^^^^^ ^ ^ ^ ^ ^^ ^^ ^^ ^^ ^^ ^^ ^^  tasks ^^^^^^^ 
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With a major aim of improving learners' oral proficiency, three major goals 
in oral language training and learning were identified: the enhancement of 
accuracy, fluency, and interactivity (cf. 2.1.2). They were regarded as the major 
goals in oral language training and learning. These three goals were further 
elaborated in terms of objectives which highlight the enhancement of specific 
components, as shown in Figure 3. 
Based on the identified tasks listed in Appendix E, the selected tasks were 
grouped according to different goals (i.e. enhancing accuracy, fluency, or 
interactivity) and specific objectives (see Appendix F). This list proved useful 
for the present researcher to choose specific tasks when identifying particular 
learning objective(s) for the present study. 
However, it should be noted that although some tasks were chosen to 
pinpoint specific goal in this study, they may also facilitate other area(s) of oral 
proficiency as by-products. For instance, while the primary goal of a "Problem-
solving task" is to promote interaction among learners (interactivity) it may also 
enhance learners' fluency, as more opportunities are provided in speaking the 
language (cf. 2.3.2). 
As a rule of thumb, tasks which were employed to pinpoint accuracy 
enhancement in this study were designated and labeled as "accuracy-oriented 
tasks”. The same logic applied to the selection of "fluency-oriented tasks" and 
"interactivity-oriented tasks". 
Tasks which were designated to pinpoint all three areas of oral proficiency 
(e.g. role-play and drama) were labeled "integrated tasks". These are the tasks 
which often engage learners in a less-structured and communication-driven 
environment. 
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3.6 Selection of Tasks 
All of the immersion programme tasks were selected from among the 
classified list of tasks (Appendix ¥)\ In this study, there were four main types of 
"designated tasks": (1) interactivity-oriented tasks, (2) fluency-oriented tasks, (3) 
accuracy-oriented tasks, and (4) integrated tasks (Appendix G). Salient features 
focusing learners' attention on particular aspect(s) of oral proficiency can be 
found in the four types of designated tasks (i.e. "accuracy-oriented" tasks, 
"fluency-oriented" tasks, "interactivity-oriented" tasks, and "integrated" tasks). 
Since these task-types were designated for enhancing specific aspects of 
proficiency (goals), they were labeled "designated tasks" as opposed to "non-
designated tasks" (any tasks that were not designated to pinpoint specific aspects 
of proficiency being investigated). For instance, in the case of accuracy 
development, accuracy-oriented tasks were labeled "designated tasks", whereas 
interactivity-oriented tasks were called "non-designated tasks" because they were 
not designed for the focal enhancement of accuracy. Sub-sections 3.6.1-3.6.4 
briefly describe the different (sub-)types of tasks. 
3.6.1 Interactivity-oriented Task 
Five sub-types of interactivity-oriented tasks were identified with an aim to 
improve learners' interactivity. They were, namely, “Jigsaw,，，"Information-
gap", "Problem-solving", “Decision-making” and "Opinion-exchange" tasks, 
which are claimed by Pica et al (1993), to have different degrees of impact on 
learners' negotiated interaction (cf. 2.3.2). 
The tasks adopted to improve learners' interactivity are listed below: 
'Be fo re the selection of tasks, the present researcher examined the English text books used by the primary school and secondary school students in 
Zhongshan to gam a deeper understanding of the learning tasks used in the classroom (Don, 1999; People's Education Press，1996). 
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Table 3. Five Sub-Types of Interactivity Tasks Selected in this Study  
Information _ , , ^ . . ^ . . ^ , ^ T. ^ Problem- Decision- Opinion Task-types Jigsaw Gap , . , . t^  J 厂 ^ , « \ solving making Exchange (one-way flow) ^ ^ ^ 
Giving 
Picture p. . Spot the Psychology Advice: 
Sequence Difference Test Dear Lily 
Kan 
Detective 
Class monitor Movie 
Building a Election Discussion 




3.6.2 Fluency-oriented Tasks 
The following tasks were chosen to focus on fluency enhancement: 
1. Pass the Message 
2. Tongue Twisters 
3. Verse Speaking 
‘Pass the Message', "Tongue Twisters" and "Verse Speaking" were selected for 
their salient features on speed delivery. It should be noted that some researchers 
may also use these tasks for enhancing learners' accuracy, considering that 
fluency-building tasks may also enhance accuracy (cf. B). However, in the 
present study，these tasks were designated for enhancing learners' fluency. In 
this regard, these three tasks were labeled "fluency-oriented tasks". 
54 
3.6.3 Accuracy-oriented Tasks 
The selected tasks pinpointing the enhancement of accuracy (named as 
"accuracy-oriented tasks" in this study) are listed below: 
1. Sound Bingo 
2. Minimal Pairs 
3. Rhyming Pairs 
The tasks selected above are all "segment-based" rather than "globally-
based", (the globally-based tasks, for example Verse Speaking, tend to pinpoint 
fluency) (cf. 2.3.2). This division allows a comparison of effectiveness among 
different task-types (cf. 2.3.2). 
3.6.4 Integrated Tasks 
Since "integrated" tasks require all the language skills, and are often 
employed in ESL teaching, they will also be investigated in the study. Integrated 
tasks such as (1) open-ended drama 'what comes next', (2) 'mini-research' and (3) 
'skit performance' were employed in this study. The effectiveness of these tasks 
on accuracy, fluency and interactivity, are explored. 
3.6.5 General Characteristics of Tasks Selected 
In addition to the incorporation of salient features that correspond to 
different goals in oral language enhancement, the following features were also 
incorporated into task design, taking into account the importance of learners' 
motivation in language learning (Lightbrown & Spada, 1999; Ur, 1996): 
• Using content that is interesting and relevant to learners' age and level 
of ability (cf. 2.3.3) 
參 Using attention-catching materials 
眷 Appealing to learners' feelings (cf. 2.3.3) 
55 
參 Using tasks which should be challenging to their intellect, yet 
manageable 
• Using a variety of tasks to help increase learners' interest levels 
參 Developing learners' accountability through cooperative learning /group 
work 
• Allowing room for creativity (cf.2.3.3) 
These guiding features were particularly important for designing accuracy-
oriented tasks. Willis's (1993) observes that tasks promoting accuracy in second 
language teaching can never generate natural communication; "tasks cannot be 
contrived to trap structures without becoming unnatural" (cited in Skehan 1998: 
123). This observation, however, does not normally mean that accuracy-oriented 
tasks, which do not have an explicit link with the use of the language for natural 
communication, cannot encourage learners' active involvement. With the use of 
interesting, challenging and competitive elements, and content that appeals to 
personal meaning or past experience, the sense of "unnaturalness" or the lack of 
explicit linkage between the form and the communicative use of language can 
then be offset, and learners' active involvement of the learning process can still be 
achieved(cf. 2.3.3), leading to successful language learning. One such example 
is "Sound Bingo" (in which learners have to recognize some given words upon 
the leader mentioning it), which can be conducted in the form of competition. 
Although the focus of this task is on particular vowels or consonants, learners 
have to be actively involved in the process of distinguishing the difference 
between similar vowels, being prompted by the desire to win. The instructions 
for all the tasks investigated in this study are provided in Appendix H. 
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3.7 Non-formal Immersion Programme 
In this section, the design characteristics of the non-formal immersion 
programme are discussed. This is followed by a discussion on task sequencing 
and grading. 
3.7.1 Characteristics of Non-formal Immersion Programme 
The non-formal immersion programme incorporated six design 
characteristics: (1) a "short, sharp, shock" [3-S] procedure; (2) an English-only 
speaking environment; (3) communicative use of the target language; (4) tasks 
designated for oral language training; (5) a supportive and cooperative learning 
environment; (6) and active involvement in learning and enjoyable learning 
experience. 
A short，sharp and shocking learning experience 
The "Short, Sharp, Shock" [3-S] procedure (Hung, 1990) was employed in 
this programme. The programme lasted for only 5 days, giving the subjects only 
a short period of experience. With the immense amount of language-rich input, 
continual practice, and learning through fun-based activities in a short period of 
time, subjects were given an unforgettable and cumulatively sharp learning 
experience. Subjects were given a shocking experience in which they 
experienced a completely different approach to learning, requiring the subjects to 
generate a lot of output for themselves, to work cooperatively with others in 
groups, to use the language to interact with others throughout the programme, and 
to be creative and active in performing tasks. 
English-only speaking environment 
With the aim of providing more comprehensible language input to the 
subjects, an English-speaking environment was built into the programme (cf. 
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2.4.1). All instructions and interactions among the Team Leader, the group 
leaders and the subjects were conducted in English. Subjects were encouraged 
and required to use English as a means of communication throughout the 
programme. 
Communicative use of the target language 
"Interactivity-oriented" tasks were specially designed to promote interactive 
communication among learners in the immersion programme. In addition, 
through doing group presentation and performance, the subjects were given plenty 
of opportunities for language production (cf. 2.3.2 & 2.5.2.2). Interaction and 
socialization among the subjects provided them with opportunities for extensive 
use of the target language (cf. 2.4.3). 
Tasks designated for oral language training 
The four designated task-types ("accuracy-oriented", "fluency-oriented", 
"interactivity-oriented" and "integrated" tasks) were used to pinpoint specific 
goals or objectives in oral language training (cf. 3.6). 
Supportive and cooperative learning environment 
Learners often worked in groups (cf. 2.4.6 & 3.3), and each group was led by 
a group leader who provided support and guidance to the learners (cf. 2.5.2.5, 
2.3.3 & 0). Scaffolding from group leaders could take place more easily in a 
non-formal immersion setting than in a formal classroom setting, and the group 
leaders could give more support to each learner in a smaller group (cf. 2.3.3 & 
2.4.2). Most of the tasks in the non-formal immersion programme were 
conducted in pairs or in groups where subjects had to work cooperatively and 
with mutual support to achieve common goals to enhance group accountability (cf. 
2.4.6.1). Intra-group or inter-group competitions, together with an award system 
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were used occasionally throughout the programme, to enhance positive 
interdependence and hence group cohesiveness among group members (Ehrman 
&Domyei, 1998) (cf. 2.4.6.1). 
Active involvement in learning and an enjoyable learning experience 
Most of the tasks in this programme required the learners' active 
involvement (cf. 2.3.3 & 2.4.5). The subjects were encouraged to give their own 
contributions by expressing and exchanging their views, preferences and ideas 
with each other. And learners' autonomy was encouraged by providing learners 
with opportunities in expressing their feelings and opinions through 'Opinion-
exchange' tasks; choosing their topics of interest in 'Mini-research'; making their 
own choice in 'Decision-making' tasks; enjoying total freedom to shape their own 
task in 'Skit performance', etc. Moreover, interesting tasks such as 'Song and 
dance，，'Party games', and Drama were all designated to make learning English 
an enjoyable learning experience. 
3.7.2 Sequencing and Grading Tasks 
The tasks were distributed evenly throughout the 5-day programme. Before 
the introduction of the designated tasks, the programme first started with a fair 
amount of ice-breaking and warm-up activities to set up a relaxing, informal, and 
pleasant learning environment (cf. 2.5.2.3). Some activities for enhancing group 
solidarity such as Creating Group Names or Group Cheers (cf. 2.5.2.5), were also 
used to prepare subjects for cooperative learning (Ehrman & D6myei, 1998). 
Throughout the programme, there was also a considerable amount of informal 
presentations and performance such as role-play (e.g. "What Comes Next?") and 
drama (e.g. "Skit Performance"), to boost the learners' confidence in using the 
language. This measure guaranteed that the subjects carried out the tasks in a 
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favorable environment provided by the immersion programme. 
In task-sequencing, Willis (1996) proposes that "pre-task" activities be 
introduced first (1) to expose learners to authentic input, preparing learners with 
reasons for the real communication in the following phase, and (2) to increase 
learners' motivation in language learning. Learners are to be engaged in 
meaning-focused tasks in the second phase, followed by the form-focused tasks in 
the last phase (cf. 2.3.4). 
The present study, however, differs from Willis's (1996) proposal in that the 
pre-task activities were skipped, since subjects had already been using the target 
language for interacting and communicating with other subjects within the 
supportive learning environment provided by the non-formal immersion 
programme. A considerable amount of accuracy-oriented, fluency-oriented, and 
interactivity-oriented tasks were introduced, instead, right from the start before 
the integrated tasks. For example, "Sound Bingo", an accuracy-oriented task, 
which focuses learners on phonological forms, was introduced at the outset to 
allow learners to better control the accurate language forms before using the 
language freely for authentic communication in the integrated tasks. 
The designated tasks can also help increase learners, motivation, a function 
similar to the "pre-task" activities in Willis's (1996) task-sequencing. E.g. an 
accuracy-oriented task like Sound Bingo is form-focused; yet it may be able to 
increase learners' motivation when incorporating a competitive element (see 
Section 3.6.5). 
All in all, designated tasks were introduced first to allow the subjects to have 
some exposure to, and a better control of, the target language proficiency area(s) 
before using the language freely in integrated tasks. The task-sequencing 
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procedure is summarized in Figure 4. 
Figure 4. Illustration of the Approach to Task Sequencing Adopted in the 
Present Study 
Focused practice on 
‘ accurate 
pronunciation \ 
e.g. "Sound Bingo" \ 
Focused practice on \ Integrative use of the 
speed delivery 、 language 
I (fluency) • Drama -> 
e.g. Pass the message 个 (e.g. What comes next?) 
Focused practice on / 
interactivity / 
e.g. Picture sequence 
V 
< — 
Several other factors were considered in task sequencing and grading: 
• Starling with a more familiar subject matter lo lesson cognitive load for 
relaxation (Skehan, 1998 & 1999) 
• Gradual increase in task difficulty level (Skehan. 1998 & 1999) 
• Gradual increase in the degree of learners" activc involvement, 
considering thai the participants were used to traditional teaching 
approach in which learners' active participation was not emphasized. 
• Maintaining a balance between physical and menial challenges (cf. 
2.3.3) 
• Avoidance of monoion)' ol iask-t\ pes to maintain and foster 
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participants' interest and hence motivation in language learning 
(Nseendi, 1984) 
The programme, including the schedule and all the tasks used, is provided in 
Appendix P. 
3.8 Construction of Research Instruments 
The data were collected with the following instruments: (1) a pre-programme 
and a post-programme oral interview to determine subjects' oral proficiency, (2) a 
pre-programme and a post-programme questionnaire to obtain subjects' self-
evaluation of their oral language proficiency and their language learning attitudes 
and behaviour, (3) subjects' perceived effectiveness of individual tasks, (4) 
researcher's field notes, and (5) subjects' post-programme reflective journals. 
These will be discussed in details below: 
3.8.1 Oral Proficiency Interview 
One major research aim is to examine whether this non-formal immersion 
programme leads to an improvement of the subjects' oral language proficiency 
[Hypothesis 1 (H。)]. Oral interview was employed to determine the oral 
proficiency of the subjects before and after the immersion programme. The oral 
proficiency interview was semi-structured, in which each interviewee was 
engaged in a face-to-face conversation with the interviewer on some open-ended 
topics / questions, following some warming-up questions. The topics / questions 
were about personal issues (e.g. hobbies) and interviewee's English study, which 
are listed in Appendix I. The interviewer could ask other related questions on 
the spot, as long as the conversation was in progress. Each interview lasted for 
about ten minutes. 
The focus of the oral proficiency test was put on fluency, accuracy, and 
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interactivity. A five-level-scale with specific descriptors for each level 
(Appendix J) was adapted from the FSI interview test, the Schulz Communicative 
Competence Scale (in Valette 1977, p. 161), Bartz's scale (in Valette 1977, p. 150-
1) and from the scales used in some previous immersion programmes (Hung & 
Ho, 1996; Hung, Sze, Cheung & Mak, 1997; Long & Richards, 1987). 
The following areas of oral proficiency were assessed in the interview: 
I. Accuracy: accent (Item 1), pronunciation (Item 2), and stress (Item 3) 
II. Fluency: speed and pausing (Item 4) 
III. Interactivity: *effort to communicate (Item 5), amount of 
communication (Item 6), and appropriateness in response 
(Item 7) 
*For item 5, subjects' willingness to speak or respond was operationalized as their effort to 
communicate, from the raters' points of view. 
3.8.2 Students' Pre-programme and Post-programme Questionnaire 
Since not all the subjects had to take the oral interviews, the pre- and the 
post-programme questionnaire on (1) the subjects' perception of their oral 
proficiency, and (2) their confidence and willingness in speaking English were 
sent to all subjects, as a supplement to the oral interviews (Appendix K and 
Appendix L). In the pre-programme questionnaire, the subjects were asked to 
evaluate six statements in the following areas: 
• Subjects' self-evaluation of their oral English proficiency (Statement 2) 
• Subjects' willingness to speak English (Statements 3 and 5) 
• Subjects' perception on the difficulty of speaking English (Statement 4) 
• Subjects' confidence in speaking English (Statement 7) 
An open-ended question on the subjects' expectation of the English 
programme was also included to gain a better understanding of the subjects' 
attitudes towards English learning. 
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For the post-programme questionnaire, the subjects were asked, in addition 
to the questions included in the pre-programme questionnaire, to give an overall 
rating of this programme in terms of multiples of ten, from 0 to 100, and single 
out the best task in each area (fluency, accuracy and interactivity) and the reason(s) 
for their choices. 
3.8.3 Subjects' Perception / Evaluation of Task Effectiveness 
The learners' perception of the tasks, which is an important indicator in 
ascertaining task effectiveness, was exploited to enhance our understanding of 
task-types. The subjects were asked to evaluate their performance and the 
effectiveness of the tasks in terms of three main areas (i.e. accuracy, fluency and 
interactivity) after doing each task. 
The evaluation form (Appendix N) consists of 5 statements related to task 
effectiveness and the subjects were asked to respond to these statements on a five-
point scale: (1) Absolutely agree, (2) Slightly agree, (3) No comment, (4) Slightly 
disagree (5) Absolutely disagree. The subjects were first asked whether the 
tasks could help improve their oral proficiency in the following areas: 
I. Accuracy: pronunciation (Item 1), accent (Item 2), and stress (Item 3) 
II. Fluency: (Item 4) 
III. Interactivity: (Item 11) 
The same form of evaluation was used to evaluate all the tasks investigated 
in this study. 
3.8.4 Post-programme Semi-structured Narrative Journal 
All the subjects were asked to write a semi-structured reflective journal at the 
end of the immersion programme [Appendix 〇]to gather qualitative data about 
their evaluation of the influence of this programme on their oral English and 
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language learning attitudes, in addition to the quantitative data obtained from the 
post-programme questionnaire. Subjects were asked to comment and reflect on 
the following areas: 
• The English-speaking environment of the workshop. 
• Their overall performance in the workshop. 
• The way (s) the workshop influenced their oral English fluency. 
• The way (s) the workshop influenced their oral English accuracy (ie. 
intonation, pronunciation and stress). 
• The way (s) the workshop influenced their oral English interactivity. 
• The way(s) the workshop influenced their confidence in speaking 
English. 
參 The workshop's influenced on their creativity. 
To summarize, the overall impact of the immersion programme on the 
subjects' oral proficiency was revealed through the oral interviews, the subjects' 
evaluation in the pre- and the post-programme questionnaire and the post-
programme reflective journals, both quantitatively and qualitatively. The effects 
of individual task-types were reflected from the subjects' evaluation of individual 
tasks and the subjects' reflective journals. Team Leader's on-the-spot 
observations on the subjects' task performance also provided further data for the 
study. 
3.9 Previous Design Experience 
The present researcher had previously conducted an immersion programme 
before the present one, using similar task-types, and had gained experience in 
administrating the programme. The previous one was conducted in July 2000; in 
which the participants were in-service primary school teachers of English in 
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Zhongshan City, China (Mak & Hung, 2000). The purposes of that programme 
were to enhance the participants' oral language proficiency, and to introduce them 
to the task-based teaching methodology. The nature of the two non-formal 
programmes and the task-types used were broadly similar. The previous 
programme provided useful information and reference for the design and 
implementation of the present study. In a way, the previous programme served 
as a kind of pilot for the present one. 
In the present study, all the data-collection instruments administered to the 
subjects were designed in English and presented to the subjects in Chinese (see 
Appendix R, Appendix S, Appendix T, Appendix U & Appendix V) while the 
oral proficiency interview scheme was in English. 
3.10 Experimental Procedure 
3.10.1 Overview of the Experimental Procedure 
Three days before the implementation of the programme, a programme-
orientation for group leaders was conducted to familiarize them with the 
programme philosophy and the implementation. 
A pre-programme interview was conducted, one day before the start of the 
programme to determine the English oral proficiency of 30 subjects selected 
through stratified sampling. The number of subjects selected to take the 
interviews from each group was approximately the same. In addition, all the 
subjects were asked to do a pre-programme questionnaire on a self-evaluation of 
their oral proficiency and attitudes towards learning English. 
Immediately after doing each task in the programme, the subjects were asked 
to evaluate their performance and their perceived effectiveness of the task by 
completing an evaluation form (Appendix M and Appendix N). 
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At the end of the programme, all the subjects had to complete a post-
programme questionnaire and write a reflective journal about their performance in 
the programme and comments about the programme (Appendix L & Appendix O). 
Those who had taken a pre-programme interview before had another post-
programme interview at the end of the programme. The whole empirical 
procedure is summarized in Table 4: 
Table 4. Summary of the Experimental Procedure 
Time Activities Purpose 
3 days b e t o r e O r i e n t a t i o n tor group • Introduction ot the programme 
the leader • Clarification of group leaders' role 
programme • Demonstration of tasks 
• Standardizing task implementation 
procedure 
參 Clarification of evaluation procedure 
" 1 d a y b e t o r e P r e - p r o g r a m m e l est subjects ' oral proficiency 
the interview 
programme 
”I day ot t h e 1 . Pre-programme Obtain: “ 
programme questionnaire 眷 Subjects，background information 
(Day 1) • Subjects' self-evaluation of English 
proficiency 
眷 Subjects，confidence in speaking English 
Days 1-5 1. Programme hocus ot the study: ~ 
implementation Effects of task types on oral language training 
2. Subjects' evaluation 
of individual task 
effectiveness 
D a y b Post-programme Ketest 3U subjects ' oral proficiency (same 
interview subjects as in pre-programme interviews) 
i^ay 5 1. Fost-programme Obtain post-programme teedback: 
questionnaire • Subjects' comments on the programme 
2. Reflective journal • Subjects' perceptions on English learning 
• Subjects' self-evaluation of English 
proficiency 
參 Subjects' confidence in speaking English 
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3.10.2 Administering the Orientation for Group Leaders 
An orientation for all group leaders was conducted by the present researcher 
three days before the programme started. The aims of the orientation are as 
follows: 
參 To introduce the aims of the programme 
• To familiarize group leaders' with the implementation procedure and 
the tasks in this programme 
• To explain group leaders' role and their expected teaching styles so as 
to bring out the characteristics of the non-formal immersion programme 
• To explain the Team Leader's role 
• To introduce the instruments for evaluation 
A programme manual, in which the aims and the instruction plan of each 
task were clearly stated, was prepared for the group leaders. In the orientation, 
the present researcher first went over each task with the leaders. For the more 
complicated tasks, group leaders would try them out as if they were the learners, 
with an aim of familiarizing themselves with the procedure of the tasks and the 
learning process. 
One important feature of the non-formal immersion programme is to provide 
learners with a relaxing and supportive English-speaking environment, which is 
heavily dependent on group leaders, and so the group leaders' duties and 
responsibilities were stated clearly. For instance, they were required to speak 
English throughout the programme, to give encouragement and support to the 
subjects, and to create a friendly and cooperative relationship with the subjects. 
All the testing instruments were introduced to the group leaders to ensure 
that the evaluation was carried out properly. The importance for group leaders 
to follow every perceived step in performing tasks for testing purpose and the 
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benefit of the research was stressed repeatedly throughout the orientation, for fear 
that leaders may change some of the steps to fit the interest of their group, which 
is a common and normal practice in teaching. This precaution would minimize 
the negative influence on the reliability of the results. 
3.10.3 Administering the Pre- and the Post-programme Interview 
Because of practical constraints and limited resources, only 30 out of 48 
subjects (62.5 % ) were selected, by random sampling, for interviews. 
To minimize the effect of researcher bias, two additional raters who were 
experienced EFL teachers from other schools, were invited to assess the oral 
proficiency of the subjects individually. A briefing on the nature of the 
interviews and the interview scheme was given to the raters by the present 
researcher before the interviews. To enhance inter-rater reliability, the first four 
interviews were conducted with the two raters and the researcher together. Each 
of the two raters, in turn, took charge of two interviews as interviewer, while the 
other rater and the researcher sat aside to be the observers. After each interview, 
a discussion on the rating of the interviewee's performance, and the interviewer's 
style in questioning and responding was conducted with an aim of achieving 
consistency in rating. A change in a descriptor was made after discussion with 
the two raters and the first four interviews. The fifth level of an item for 
"Appropriateness in response" was changed from "giving responses appropriately 
as native-speaker do,, to "giving responses appropriately" after taking into 
account that the levels of proficiency of the subjects were far from those of native 
speakers. The revised interview scheme is shown in (Appendix Q). 
The rest of the interviews (13 for each rater) were then conducted by 
individual raters after the discussions. Each interview lasted about ten minutes. 
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All the interviews were audio-taped and the raters were invited to listen to the 
interviews again after the interviews, to check the consistency of their ratings. 
The interviewees were interviewed by the same two raters in the post-programme 
interview, following the same procedure as in the pre-programme interview. 
3.10.4 The Non-formal Immersion Programme 
3.10.4.1 Administrating the programme 
The non-formal English immersion programme was conducted during 
summer vacation when students did not have any English class in school. This 
arrangement eliminated the variable of English input from formal education. 
The programme was non-residential and lasted for 5 days with 8 hours each day. 
It was a semi-structured programme in which the subjects were required to 
accomplish different designated tasks in groups under the guidance of their 
respective group leaders. 
3.10.4.2 Implementation of tasks 
The programme was conducted in the form of group-based tasks in a non-
formal immersion setting. Subjects were divided into groups of eight and 
worked together with their group members throughout the programme. Here is 
the general routine of task implementation: 
Familiarizing subjects with task procedure 
In order to familiarize subjects with the nature of tasks and the procedure, 
there was either a demonstration or instruction on the task procedure given by the 
Team Leader (i.e. the present researcher) before each task was conducted. This 
would also standardize the task procedure taken by each group. 
Helping subjects to smoothly transit from one task to another 
To help subjects to smoothly transit from one task to another, the content of the 
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coming tasks was often introduced, by the Team Leader, with the use of some 
shared background information. For example, there was a task called "Strip 
Dialogue", which is about dialogues between different types of people. The 
Team Leader first shared with the subjects her experience in meeting different 
people in Zhongshan to arouse the subjects' interests and to prepare the subjects 
in the context of conversations, as shown below: 
It is the first time we leaders come to Zhongshan. Last night, we were seeing around 
the city and we met a lot of people. I first came across with a lady with her daughter, 
a boy with his friends.... I was very curious to know what they were talking about 
and I wrote some of their dialogues. Unfortunately, they were in wrong order. I 
would like to ask for your help to sort them out in the coming task... 
By using this kind of strategies, the subjects' attention could quickly be gained 
and the context of the coming task was set up. Detailed explanations were then 
given by group leaders to make sure that the subjects were familiar with the task 
procedure. 
Guidance provided by group leaders 
Each group was assigned one or two group leaders who gave guidance and 
support to the subjects throughout the programme. In particular, detailed 
explanation on task procedure and guidance was provided, after the Team 
Leader's brief instructions. In other words, group leaders acted as facilitators to 
help the subjects go through all the tasks. 
Monitoring the implementation process 
The Team Leader, who administrated the whole programme, monitored and 
observed how tasks were conducted in each group. On-the-spot judgment was 
made regarding time allocation for tasks, reschedule of task, and the change of 
task procedure, etc. If the majority could not finish a task within a time limit, 
they would be allowed to spend more time on that task or do fewer rounds as 
designed before. However, the criterion for the change was that the nature of the 
71 
tasks should not be changed. For instance, subjects were allowed to carry out 
fewer rounds of a task but not to leave the crucial steps of the task unfinished, the 
adjustment of which was based on the Team Leader's on-the-spot judgment. It 
is therefore assumed that, under the Team Leader's supervision, the influence of 
planning time on the subjects' performance was minimized as each task was 
completed with reasonable amount of preparation time by the majority. The 
team leader was also responsible for keeping the time and reminding, from time to 
time, the group leaders and subjects of the time left. 
3.10.4.3 Leaders' daily programme evaluation 
An evaluation on (1) the programme implementation and (2) the subjects' 
performance was conducted with all group leaders and the present researcher 
immediately after the daily programme was finished each day. The evaluation 
usually lasted for about 90 minutes. The routine of the evaluation is summarized 
as follows. 
Evaluation on programme implementation 
The report from each group leader offered the present researcher a deeper 
understanding of task implementation in individual groups. It also helped the 
present researcher to keep track of the process of task implementation and to 
detect any deviation to which an appropriate action could then follow in response. 
For example, in case a group did not follow the exact task procedure, data from 
the group could then be removed from data analysis (cf. 4.3). In addition, 
comments and suggestions from group leaders for improving the implementation 
of the programme, such as the time allocation of each task, were recorded. 
Evaluation on subjects，overall performance in each task 
Group leaders took turns to report the overall performance of the subjects in 
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each task, such as the level of subjects' participation, subjects' interests in the 
tasks, the difficulty level of the tasks for their groups, feedback from the subjects, 
etc. This served as qualitative data for the present researcher to understand more 
about the impact of individual tasks on the subjects and also supplemented data 
collected from other instruments. 
Minimizing personal factors and standardizing teaching style 
To minimize the effects of subjects' personal factors on the effectiveness of 
the tasks, end-of-day discussion/ review sessions were held among group leaders, 
under the guidance of the Team leader, to share their experience in how to give 
guidance to different types of subjects; ways to encourage the shy subjects to 
participate in tasks and help them overcome their psychological barrier in 
speaking English; how to show appropriate care and love to the subjects to help 
them to learn English in a relaxing and enjoyable atmosphere, one of the 
hallmarks of a non-formal immersion programme. 
In addition, group leaders' styles, their expectation on and attitudes towards 
the subjects were discussed in the sharing sessions. Appropriate comments were 
also given by the Team Leader to monitor the group leaders' teaching styles. As 
long as the group leaders' teaching styles were not violating the principles of the 
non-formal immersion programme, slight differences in group leaders' styles 
would be acceptable. 
A briefing on the tasks and updated arrangement for the coming day 
A briefing on the tasks and on the kinds of evaluation to be administered the 
following day was made daily to ensure smooth running of the programme. 
3.10.5 Administrating Subjects，Evaluation of Task Effectiveness 
Immediately after each task under investigation in this study, all the subjects 
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were asked to evaluate their performance and the tasks according to an evaluation 
form provided (Appendix M and Appendix N). Group leaders read aloud and 
explained each item to the subjects in Chinese to ensure that the subjects fully 
understood each item. This was the only time in which Chinese was allowed for 
communication. Each evaluation normally took ten minutes and the next task 
would not start until every subject finished the evaluation. 
3.10.6 Administrating Team Leader's Observation 
When subjects were doing the assigned tasks, the Team Leader would make 
some field-notes on the subjects' reactions to tasks and task implementation, 
which may be useful for explaining the subjects' performance in data analysis and 
discussion. 
3.10.7 Administrating Post-programme Semi-structured Reflective 
Journal 
At the end of the Day 4 programme, the subjects were asked to do a take-
home semi-structured reflective journal in Chinese. The journals were collected 
on the next day (Appendix O). 
3.10.8 Administrating Post-programme Questionnaire and Oral Language 
Proficiency Interview 
At the end of the entire programme, all subjects were asked to complete a 
post-programme questionnaire on the spot and those subjects who had taken the 
pre-programme oral interview took post-programme oral interview after the 
programme.. 
3.11 Methods of Data Analysis 
Most results were based on group statistics since the primary interest of this 
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study is the overall response of the subjects. The SPSS programme (version 9.0) 
was employed to analyze the statistical data. Descriptive statistics of the results 
such as the means, median and standard deviation were first conducted for the 
pre- and the post-programme oral proficiency interviews, the pre- and the post-
questionnaires, and the subjects' evaluation of individual tasks. "Paired-samples 
t-tests" were then performed, when necessary, to determine the significance level 
of the results. A non-directional, two-tailed significance value was adopted and 
was set at 0.05 level. 
3.11.1 Pre-and Post-programme Questionnaires 
'Paired-samples t-test’ was also used to determine whether there is any 
significant difference among individual items in the pre- and the post-programme 
questionnaire, which are mainly about the subjects' willingness and confidence 
levels and the perceptions of their own English standard. Any significant 
increase in rating may indicate a positive impact of the programme on the 
corresponding aspects. The corresponding pairs of items in the pre- and the post 
programme questionnaire, on which the "paired-samples t-tests" were performed, 
are listed below: 
Table 5. Corresponding Pairs of Items in the Pre- and the Post Programme 
Questionnaire 
Testing focus litem No. in thelitem No. in the 
pre-programme post-programme 
questionnaire questionnaire 
Self evaluation of oral proficiency 2 1 
Willingness to speak more English 3 i 
Willingness to speak English with classmates 5 3 
Confidence in speaking English with 6 5 
foreigners 
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3.11,2 Pre- and Post-Programme Oral Interviews 
6 out of the 30 sampled interviewees were absent for the post-programme 
interviews; data from these 6 pre-programme interviewees were therefore 
removed from analysis. 'Paired-samples t-test，was performed to determine 
whether there was significant improvement in the interviewees' oral proficiency 
in terms of accuracy, fluency and interactivity. The statistical procedure is 
explained as follows: 
Descriptive statistics, including the mean and standard deviation, were 
derived from each of the items in the oral proficiency scheme consisting of the 
components of accuracy, fluency and interactivity. The mean rating score for 
each area of oral proficiency {accuracy, fluency and interactivity) was derived 
from the mean total of the rating scores for the sub-components of each 
proficiency area. The same procedure was conducted for the post-programme 
oral proficiency scheme. 
Paired-samples T-test was then conducted for each pair of the pre- and the 
post-programme scores for Accuracy, Fluency and Interactivity in both the pre-
and the post-programme oral proficiency scheme to explore the significance of 
difference in the interviewees' oral proficiency. 
Any significant improvement on the students' oral proficiency may indicate 
a positive effect of the non-formal immersion programme. 
3.1L3 Subjects，Evaluation of Task Effectiveness 
Subjects' perceptions of task effectiveness in the three areas of oral 
proficiency, accuracy, fluency and interactivity, are explored in this sub-section. 
The mean rating-scores for accuracy was derived from the mean total of the 
76 
rating scores on the three accuracy components [pronunciation (item 1), accent 
(item 2), and stress (item 3)] and was represented as an additional item, namely 
accuracy, in the database. The descriptive analyses of the rating-scores on 
accuracy (mean total of rating-scores for items 1-3), on fluency (item 4) and on 
interactivity (item 11) were also conducted consecutively. The above statistical 
operations are summarized as follows (Table 6): 
Table 6. Statistical Operations for the Perceived Task Effectiveness in 
Accuracy and Fluency and Interactivity 
Testing focus Corresponding item No. Statistical operations 
Subjects' perceptions of task effectiveness in: 
Accuracy 1,2,3 • To calculate the average 
ratings on items 1, 2 
and 3, independently 
• To calculate the mean 
of the three average 
ratings. 
Fluency 4 • To calculate the average 
ratings on item 4 
Interactivity 11 • T o calculate the average 
ratings on item 11 
Once the significant difference from each task was confirmed by paired-samples 
t-test, the means of accuracy, fluency and interactivity ratings for different tasks 
were then compared respectively. The tasks were then ranked according to the 
subjects' ratings on the task effectiveness in three different perspectives (accuracy, 
fluency and interactivity). 
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3.11.4 Qualitative Data from Reflective Journal and from Team Leader's 
Fieldnotes 
Subjects' reflection on their performance in the programme was reviewed by 
the present researcher and another experienced English teacher. Content 
analysis was applied to classify first the ideas under some given categories in the 
reflective journals, and then the frequency of occurrence of the main points in 
each category was recorded. The process of data capture was conducted by the 
present researcher and an experienced English teacher for cross reference. 
Specific comments were also recorded too. Their qualitative data will underpin 
the quantitative data derived from the pre- and the post-programme questionnaire. 
Moreover, the data from the subjects' reflective journals, the group leaders' daily 
programme evaluation, and the Team Leader's fieldnotes may shed light on some 
possible areas for further exploration. 
78 
3.12 Summary of Chapter 3 
This chapter describes, in detail, the design, the instrumentation and the data 
capture procedures of the study. 
First, the criteria for selecting the subjects and their background information 
are described; this is followed by a description of the selection of group leaders 
and their roles in the programme. 
Second, the task selection, task sequencing and the design of the non-formal 
immersion programme are explained. 
Next, the construction of the instruments is described in detail: the pre- and 
the post-programme oral interview, the pre- and the post-programme 
questionnaire, the subjects' evaluation of the effectiveness of individual task, the 
post-programme reflective journals, and the Team Leader's field notes. A 
detailed discussion on the following is also performed: the schedule of the 
experimental procedural, the programme routines, the test administration, the 
criteria for on-the-spot-judgment, the measure for controlling variables (which are 
not the focus of the study) (e.g. teaching styles, individual learners factors, 
planning time, etc.) and the daily programme evaluation. 
Finally, method of data analysis is explained. 
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Chapter 4 
4 DATA ANALYSIS 
4.1 Introduction 
Chapter Four reports on (1) the results of the various quantitative data 
analyses, on which the hypothesis-testing is based, and (2) the results of the 
qualitative data. 
To study the effect of the non-formal immersion programme on the subjects' 
oral English proficiency, the subjects' pre- and post-programme oral interview 
data as well as their self-evaluation data were analyzed. 
� 
To determine the effectiveness of the designated task-types (i.e. the 
accuracy-oriented, the fluency-oriented, the interactivity-oriented tasks, and the 
integrated tasks), data from the subjects' own evaluation of the task-types were 
also analyzed. 
The quantitative data from both the subjects' oral proficiency evaluation and 
the task-effectiveness evaluation were analyzed and used to verify the various null 
hypotheses related to programme effectiveness. 
Qualitative and ethnographical data obtained from the subjects' pre- and 
post-programme questionnaires and from their reflective journals were analyzed 
to further determine the role of the immersion programme in the subjects' oral 
English development. 
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4.2 Immersion Effect on Subjects' Oral English Proficiency 
To determine the overall effect of the non-formal immersion English 
programme on the subjects' oral English proficiency in terms of "accuracy", 
"fluency" and "interactivity", their pre- and their post-programme interview 
performance rating-scores in the three areas were analysed. 6 out of the 30 
sampled interviewees were absent from either the pre-programme or the post-
programme interviews owing to sick leaves. Data from these six subjects were 
therefore removed from analysis. In total, 24 subjects (50% of all subjects) took 
both the pre- and the post- programme interviews; their results are presented in 
Table 7. 
Table 7. Subjects' Mean Performance Scores in the Pre- & the Post-
programme Interview (N=24) 
Accuracy Fluency Interactivity 
Pre-programme 3.535 3.042 3.521 
Post-programme 3.813 3.771 3.813 
t-test of difference …^ ^^ ^ 
(atp<.05) .謝 000 000 
Key: Lowest Highest 
performance performance 
1 2 3 4 5 
• 
Note. Data in Table 7 were from Appendix W, Appendix X, Appendix Y & Appendix Z. 
As is obvious from Table 7 (also see Appendix W , Appendix X, Appendix Y, 
and Appendix Z for details), the subjects' post-programme performance was 
significantly better than their pre-programme performance in each of the three 
areas of oral English proficiency. This indicates that the non-formal English 
immersion programme had a highly significant effect on the subjects' oral English 
enhancement. 
An additional set of data comes from the subjects' evaluation / perception 
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of their own oral English proficiency and behavior. Table 8 presents the 
subjects' pre- and post-programme evaluation of their own oral English 
proficiency and behaviour. 
Table 8. Subjects' Pre- & Post-programme Self-rating Scores in Oral  
Proficiency and Behaviour (N=47)  
Pre-programme Post-programme ^ ^ tailed)^  
Willingness to speak English 4.042 4.596 .000 
Confidence in speaking 3 563 4 362 .000 
English in class ‘ ‘ 
Confidence in speaking ？ SA? i 7zis 000 
, 1 • -I • 1 ^ • ^ • w/ \J ^  • / I • 
English with foreigners 
Self evaluation of oral 2 667 3 511 .000 
proficiency 
Note. T-tests were conducted between pre- and post-programme scores in each category 
One subjects was absent for the post-programme questionnaire 
Key: Not at all Very much 
1 2 3 4 5 
• 
Note. Data in Table 8 were from Appendix AA & Appendix BB. 
As shown in Table 8, subjects' post-programme self-evaluation of their oral 
language proficiency was significantly higher than their pre-programme 
evaluation (3.511 vs. 2.667), showing that the subjects perceived a significant 
increase in their oral language proficiency after the programme. In addition, a 
significant increase in the subjects' willingness to speak English, and their 
confidence in speaking in class / with foreigners was also found. A score 86.81 
out of 100 (a the score of the overall effectiveness of the non-formal English 
immersion programme) was obtained, indicating the highly positive effect of the 
programme, as perceived by all the subjects. 
In summary, both the oral proficiency interview evaluation data and the 
subjects' self-evaluation data indicate a positive effect of the non-formal 
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immersion programme on subjects' oral language proficiency and learning 
behaviour. 
4.3 Task Effectiveness 
Table 9 below reports the perceived "effectiveness" of the four specific types 
of designated tasks in enhancing oral English proficiency (cf. 3.6): the "accuracy-
oriented", the “fluency-oriented，，，the "interactivity-oriented" tasks, and the 
"integrated tasks". 
Table 9. Subjects' Mean Rating-scores in Accuracy^ Fluency, and 
Interactivity for Each Task-type 
Aspects ot Proficiency 
~ - A c c u r a c y Fluency Interactivity 
Task-type ‘ ‘―—— 
Accuracy-oriented tasks 
2.271 2.889 2.583 
Fluency-oriented tasks 
2.387 1.774 2.181 
Interactivity-oriented tasks 
2.843 2.307 1.845 
Integrated tasks 
2.443 1.760 1.649 
K e y ： Highly Agree to No comment Disagree to Highly 
agree to effectiveness effectiveness disagree to 
effectiveness effectiveness 
1 2 3 4 5 
^  
Note. Data in Table 9 were from Appendix CC, Appendix DD, Appendix EE, Appendix FF, 
Appendix GG & Appendix HH. 
Before analyzing the mean rating-scores in Table 9, the following points 
should be noted: 
a. The mean "effectiveness" rating score for each designated type of tasks 
was derived from the mean total of the rating scores over the tasks 
within the same (task-) type. 
b. The data for two tasks from the interactivity-oriented task-type, i.e. 
"Deduction Puzzle" and "Strip Dialogue", were removed from analysis 
because student-members from Group 4 did not strictly follow the task 
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performance procedure, rendering the data unusable. 
c. From Table 9 through Table 20, the smaller the scores, the higher the 
agreement on task-effectiveness. 
Table 9 provides a bird's eye view of the subjects' perceived effectiveness of 
the various task-types in enhancing the three proficiency areas (Accuracy, 
Fluency and Interactivity). The results were analysed from two perspectives: the 
effectiveness of the various task-types in enhancing the three oral proficiency 
areas (Accuracy, Fluency & Interactivity) was determined through the vertical 
inter-type comparison of mean scores; and the effectiveness of one single task-
type in enhancing the three oral proficiency areas was determined through the 
horizontal intra-group comparison of mean scores. The related, detailed 
analyses are reported in Table 10 through Table 20. 
Perceived Effectiveness of Task-types 
4.3.1 Perceived Effectiveness of Task-Types in Enhancing Accuracy 
Table 10 presents the mean scores of perceived effectiveness of the four task-
types in enhancing Accuracy. 
Table 10. Differential Effect of Task-Types Contributing to Accuracy 
Aspects ot Proficiency ‘ 
~~~~~“ Accuracy 
Task-type “   
Accuracy-oriented tasks 2 271 
Fluency-oriented tasks 2 387 
Interactivity-oriented tasks 2 
Integrated tasks 2 443 
Note. Data in Table 10 were from Appendix CC, Appendix DP, Appendix EE, & Appendix FF. 
Numerically, the accuracy-oriented task-type (mean rating-score: 2.271) was 
perceived to be the most effective in enhancing Accuracy among the four task-
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types. Paired-samples t-tests (Table 11) indicate significant differences between 
accuracy-oriented task-type and interactivity-oriented task type and between 
accuracy-oriented task-type and integrated task-type (p=.000 & .040). However, 
paired-samples t-test shows no significant difference between accuracy-oriented 
type and fluency-oriented task-type (p=.18), indicating similar level of 
effectiveness of accuracy-oriented-type and fluency-oriented-type of tasks in 
enhancing Accuracy, as perceived by the subjects. The results will be 
presented in sub-section 5.3. 
Table 11. Paired-Samples T-tests of Differences between Accuracy-oriented, 
Fluency-oriented tasks, and Interactivity-oriented Tasks with 
Respect to Accuracy 
Task-type Accuracy Fluency Interactivity Integrated 
Accuracy — .180 — .000 .040 
Fluency .180 — — .000 .156 
Interactivity .000 .000 — .017 
Integrated .040 .156 .017 — 
Note. Data in Table 11 were from Appendix 11. 
4.3.2 Perceived Effectiveness of Task-Types in Enhancing Fluency 
Table 12 presents the mean scores of perceived effectiveness of the four task-
types in enhancing Fluency. 
Table 12. Differential Effect of Task-Types Contributing to Fluency 
Aspects ot Proficiency I ‘ 
Fluency 
Task-type —•…__—___ 
Accuracy-oriented tasks 2 889 
Fluency-oriented tasks 1 ” 4 
Interactivity-oriented tasks 2 307 
Integrated tasks 1 ^ q^ 
Note. Data in Table 9 were extracted from Appendix GG. 
The data indicate that the fluency-oriented and the integrated task-types were 
perceived to be more effective (Mean Scores: 1.774 & 1.760) than the 
interactivity-oriented task-type (Mean Scores: 2.307) and the interactivity-
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oriented task-type was, in turn, perceived to be more effective than the accuracy-
oriented task-type (Mean Score: 2.889) in enhancing oral fluency. Table 13 
below, which indicates the results of the paired-samples t-tests, show no 
significant difference between fluency-oriented task-type and integrated task-type 
(p=.837), but are significantly different from the accuracy-oriented task-type and 
the interactivity-oriented task-type (p=.000). 
Table 13. Paired-Samples T-tests of Differences between Accuracy-oriented, 
Fluency-oriented tasks, and Interactivity-oriented Tasks with 
Respect to Fluency 
Task-type Accuracy Fluency Interactivity Integrated 
Accuracy — .000 — .000 .QQQ 
Fluency ^ ™ 
Interactivity .000 .000 — — .000 
Integrated .000 .837 .000 — 
Note. Data in Table 13 were extracted from Appendix J J. 
4.3.3 Perceived Effectiveness of Task-Types in Enhancing Interactivity 
Table 14 presents the mean scores of perceived effectiveness of the four task-
types in enhancing Interactivity. 
Table 14. Differential Effect of Task-Types Contributing to Interactivity 
‘ Aspects ot Proficiency I — 
— Interactivity 
Task-type “ —� 
Accuracy-oriented tasks 2 583 
Fluency-oriented tasks 2 181 
Interactivity-oriented tasks 1 ^ ^^ 
Integrated tasks 1 似9 
Note. Data in Table 9 were extracted from Appendix HH. 
The results of the mean scores of perceived effectiveness indicate that the 
integrated task-type (Mean Score: 1.649) was perceived to be the most effective 
in enhancing Interactivity; it is followed, in turn, by the interactivity-oriented task 
type (Mean Score: 1.845), the fluency-oriented task type (2.181), and the 
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accuracy-oriented task type (Mean Score: 2.583), which was considered the least 
effective among the four task-types in enhancing Interactivity. The paired-
samples t-tests in perceived effectiveness in Table 15 below show that all the 
paired differences are significant at .003 level. 
Table 15. Paired-Samples T-tests of Differences between Accuracy-oriented, 
Fluency-oriented tasks, and Interactivity-oriented Tasks with 
Respect to Interactivity  
Task-type Accuracy Fluency Interactivity Integrated 
Accuracy ™ ^ ^ 
Fluency ；000 ™ ^ 
Interactivity .000 — .000 — — .003 
Integrated .000 .000 .003 — 
Note. Data in Table 15 were from Appendix KK. 
Perceived Effectiveness of Designated Task-Type 
43.4 Effectiveness of Accuracy-oriented Task-type in Enhancing / 
Pinpointing Accuracy, Fluency，& Interactivity 
Table 16 below presents mean scores of perceived effectiveness of the 
accuracy-oriented type of tasks in enhancing the three areas of oral English 
proficiency. 
Table 16. The Effect of Accuracy-oriented Tasks on Accuracy^ Fluency, and 
Interactivity 
Accuracy Fluency Interactivity 
Accuracy-oriented tasks 
2.271 2.889 2.583 
Note. Paired-sample t-tests (two-tailed): 
Accuracy vs. Fluency p= .000 
Accuracy vs. Interactivity p= .017 
Data in Table 16 were from Appendix CC, Appendix GG, Appendix HH & Appendix LL. 
As can be seen from Table 16, the mean score for Accuracy is 2.271, as compared 
with the Fluency mean score (2.889) or the Interactivity mean score (2.583), 
indicating that the subjects indeed considered the "accuracy-oriented" tasks as the 
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“most effective", comparatively speaking, in pinpointing Accuracy. Paired-
samples t-tests of difference between Accuracy and Fluency and between 
Accuracy and Interactivity show highly significant differences (p=.000), 
confirming the designating effect (i.e. "accuracy-oriented" task type being 
designated as an effective task-type for pinpointing and enhancing Accuracy). 
A closer analysis at the perceived effectiveness of accuracy-oriented tasks in 
each of the sub-areas of accuracy (ie. pronunciations, accent and word stress) (see 
Table 17 below), reveals a much higher effectiveness in pronunciation accuracy 
(rating-score = 1.5), than those on word stress and accent. 
Table 17. Subjects' Rating-scores in Pronunciation, Accent^ and Word 
Stress for Accuracy-oriented Task-type 
• __ Areas ot accuracy 
- P r o n u n c i a t i o n Accent Stress 
Task-type __� 
Accuracy-oriented tasks 
1.500 2.743 2.569 
Note: Accuracy (mean of the scores on pronunciation, word stress and accent) =2.271 
Data in Table 17 were from Appendix CC. 
Key： Highly Agree to No comment Disagree to Highly 
agree to effectiveness effectiveness disagree to 
effectiveness effectiveness 
1 2 3 4 5 < 
This explains why the overall accuracy rating-score (2.271) appeared not very 
high as it was watered down by the rating-scores on accent and word stress. If 
accent and word stress were removed from the Accuracy category, leaving 
pronunciation alone, we would have a very sharp "beautiful" picture of Accuracy, 
and we can discover that accuracy-oriented tasks did a fine job in pinpointing and 
enhancing pronunciation accuracy, and less so to enhance accent and stress 
accuracy. As regards pronunciation accuracy is the "hallmark" of spoken 
accuracy and pronunciation accuracy enhancement usually receives the most 
attention in accuracy training and learning, this task-type could be regarded as 
88 
effective in pinpointing Accuracy. 
4.3.5 Effectiveness of Fluency-oriented Task Type in Enhancing & 
Pinpointing Accuracyy Fluency, & Interactivity 
Table 18 presents the mean scores of the subjects' perceived effectiveness of 
the fluency-oriented task-type in enhancing Accuracy, Fluency, and Interactivity. 
Table 18. The Effect of Fluency-oriented Tasks on Accuracy，Fluency^ and 
Interactivity 
Accuracy Fluency Interactivity 
Fluency-oriented tasks 
】 2.387 1.774 2.181 
Note. Paired-sample t-tests (two-tailed): 
Fluency vs. Accuracy p= .000 
Fluency vs. Interactivity p= .001 
Data in Table 18 were from Appendix DD, Appendix GG, Appendix HH, Appendix MM. 
As is obvious from Table 18, the mean score for Fluency is 1.774, as compared 
with the Accuracy mean score (2.387) or the Interactivity mean score (2.181), 
indicating that the subjects considered the fluency-oriented task-type as most 
effective in pinpointing and enhancing Fluency. Paired-samples t-tests of 
difference between Fluency and Accuracy and between Fluency and Interactivity 
reveal highly significant differences (p=.000 & .001), confirming the designating 
effect (i.e. "fluency-oriented" task type being designated as an effective task type 
for pinpointing and enhancing Fluency). 
4.3.6 Effectiveness of Interactivity-oriented Task Type in Enhancing &  
Pinpointing Accuracyy Fluency, & Interactivity 
Table 1 presents the mean scores of the subjects' perceived effectiveness of 
the interactivity-oriented task-type in enhancing Accuracy, Fluency, and 
Interactivity. 
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Table 19. The Effect of Interactivity-oriented Task on Accumcy，Fluency, 
and Interactivity 
Accuracy Fluency Interactivity 
Interactivity-oriented tasks …内 ” ^^ 
2.843 2.307 1.845 
Note. Paired-sample t-tests (two-tailed): 
Interactivity vs. Accuracy p= .000 
Interactivity v s. Fluency p= .000 
Data in Table 1 were from Appendix EE, Appendix GG, Appendix HH, Appendix NN.  
As can be seen from Table 1, the mean score for Interactivity is 1.845, as 
compared with the Accuracy mean score (2.843) or the Fluency mean score 
(2.307), indicating that the subjects considered the interactivity-oriented task-type 
as the most effective in enhancing Interactivity. Paired-samples t-tests of 
difference between Interactivity and Accuracy and between Interactivity and 
Fluency show highly significant differences (p=.000), confirming the designating 
effect (i.e. "interactivity-oriented" task type being designated as an effective task-
type for pinpointing and enhancing Interactivity). 
4.3.7 Effectiveness of Integrated Task Type in Enhancing / Pinpointing 
Accuracyy Fluencyy & Interactivity 
Table 20 presents the mean scores of the subjects' perceived effectiveness of 
the integrated task-type in enhancing Accuracy, Fluency, and Interactivity. 
Table 20. The Effect of Integrated Task on Accuracy, Fluency^ and 
Interactivity 
Accuracy Fluency Interactivity 
Integrated tasks 
2.443 1.760 1.649 
Note. Paired-sample t-tests (two-tailed): 
Accuracy vs. Fluency p= .000 
Accuracy v s. Interactivity p= .000 
Fluency vs. Interactivity p= .103 
Data in Table 20 were from Appendix FF, Appendix GG, Appendix HH, Appendix OO.  
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It can be seen from Table 20 that the “integrated，，task-type was perceived by 
the subjects' to be effective in enhancing Fluency (Mean Score: 1.760) and 
Interactivity (1.649) rather than Accuracy (2.443). Paired-samples t-tests of 
difference between Fluency and Accuracy (1.760 vs. 2.443) and between 
Interactivity and Accuracy (1.649 vs. 2.443) indicate highly significant 
differences (p=.000), confirming the role of Integrated tasks in Fluency and 
Interactivity enhancement. The Fluency vs. Interactivity pair, however, shows 
no significant difference (p=.103) 
4.3.8 Summary of Section 4.3 
The results from Table 9 through Table 20 can be summarized as follows: 
4.3.8.1 Accuracy enhancement 
Accuracy-oriented tasks, fluency-oriented tasks, and integrated tasks were all 
considered to weakly contribute to accuracy enhancement (cf. Table 10 & Table 
11). Nonetheless, among the three task-types, accuracy-oriented were 
considered, comparatively, the best task type in enhancing Accuracy. This is 
confirmed by the designated-task analysis which indicates that accuracy-oriented 
task-type indeed was perceived to be more able to pinpoint accuracy enhancement, 
pronunciation accuracy in particular (cf. Table 16 & Table 17). 
4.3.8.2 Fluency-enhancement 
Both the fluency-oriented task-type and the integrated task-type were 
considered, comparatively, to be the most effective task-types in enhancing 
fluency (cf. Table 12 & Table 13). This is further confirmed by the perceived 
effectiveness scores in Fluency, as opposed to the scores on other areas of oral 
proficiency, found in the designated-task analysis (cf. Table 18 & Table 20). 
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This indicates the perceived effectiveness of both the fluency-oriented tasks and 
the integrated tasks in pinpointing fluency enhancement. 
4.3.8.3 Interactivity enhancement 
Both interactivity-oriented task-type and integrated task-type were 
considered to have highly significant effect on enhancing interactivity, with the 
integrated task-type receiving the highest score on Interactivity and the 
interactivity-oriented task-type receiving the second (cf. Table 14 & Table 15). 
The significantly high effect of these two task-types on enhancing interactivity is 
further confirmed by the highest interactivity scores within the individual task-
types (cf. Table 1 & Table 20), indicating that both interactivity-oriented tasks and 
integrated tasks were perceived to be effective in pinpointing interactivity 
enhancement. 
In summary, all designated task-types were effective in pinpointing the target 
areas of oral proficiency; the accuracy-oriented task-type for accuracy; the 
fluency-oriented task-type for fluency; the interactivity-oriented task-type for 
interactivity; and the integrated tasks for all the three areas of oral proficiency 
with relatively higher effect on fluency and interactivity enhancement. 
4.4 A Brief Summary of the Quantitative Results 
The positive effect of the non-formal immersion programme on the subjects' 
oral proficiency was determined by the significant increase found in each of the 
three proficiency areas (i.e. accuracy, fluency and interactivity) after the 
programme (cf. 4.2). Echoing the increase in the subjects' oral proficiency 
found after the programme, the perceived effectiveness of all the four designated 
task-types in pinpointing and enhancing the target area(s) of oral proficiency (cf. 
4.3) was also determined. 
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4.5 The Research Hypotheses Tested 
The null hypotheses in Chapter Three are recapitulated below and a 
summary of the testing results of the hypotheses is offered in Table 21: 
Hypothesis 1 (H。)： There will not be a significant increase in the subjects' oral 
proficiency. 
Analyzing data from the pre- and the post programme oral proficiency interview 
Table 7], and the subjects' pre- and post-programme self-evaluation [Table 8] 
together rejected Hypothesis 1. 
Hypothesis 2 (H。)： The subjects will not perceive accuracy-oriented tasks to be 
effective in enhancing accuracy. 
Analyzing data from the subjects' evaluation of individual task effectiveness 
[Table 9, Table 10, Table 11 & Table 16] together rejected Hypothesis 2. 
Hypothesis 3 (H。)： The subjects will not perceive fluency-oriented tasks to be 
effective in enhancing fluency. 
Analyzing data from the subjects' evaluation of individual task effectiveness 
[Table 9, Table 12, Table 13 & Table 18] together rejected Hypothesis 3. 
Hypothesis 4 (H。)： The subjects will not perceive interactivity-oriented tasks to 
be effective in enhancing interactivity. 
Analyzing data from the subjects' evaluation of individual task effectiveness 
[Table 9, Table 14, Table 15 & Table 1] together rejected Hypothesis 4. 
Hypothesis 5 (H。）： The subjects will not perceive integrated tasks to be effective 
in enhancing the three areas of oral proficiency. 
Analyzing data from the subjects' evaluation of individual task effectiveness 
[Table 9, Table 10, Table 12, Table 14 & Table 20] together rejected Hypothesis 
5. 
Hypothesis 6 (H。)： There will not be a significant change in the subjects' 
language learning attitudes and behaviour. 
Analyzing data from the subjects' pre- and post-programme self-evaluation 
[Table 8] rejected Hypothesis 6. 
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Table 21. Summary of Hypotheses and Results  
Null Construct Instrument I Hypotheses 
Hypothesis (rejected/upheld) 
1 Oral performance • The pre- and the post- Rejected 
(i.e. accuracy, fluency and programme oral 
interactivity) interview 
• The pre- and the post-
self-evaluation of oral 
proficiency 
2 Perceived effectiveness of • Subjects' evaluation Rejected 
accuracy-oriented task-type of task effectiveness 
3 Perceived effectiveness of Rejected 
fluency-oriented task-type 
4 Perceived effectiveness of Rejected 
interactivity-oriented task-
type 
5 Perceived effectiveness of Rejected 
integrated task-type 
6 Language learning attitudes • The pre- and the Rejected 
and behaviour post- self-evaluation of 
oral proficiency 
As can be seen from the above table, all specific null hypotheses are rejected, 
indicating a support of the general research questions stated in Chapter Two 
which are summarized as follows: 
1. The non-formal immersion programme improved the subjects' oral 
proficiency, in terms of accuracy, fluency and interactivity. 
2. The subjects found the designated tasks effective in pinpointing and 
enhancing their oral proficiency, in terms of accuracy, fluency and 
interactivity. 
3. The non-formal immersion programme improved the subjects' language 
learning attitudes and behaviour. 
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4.6 Reflective Journal 
At the end of the programme, the subjects' were invited to evaluate, in 
writing, (1) their overall performance in the programme and (2) the "English-
speaking environment" provided, (3) the task effectiveness in developing 
learners' oral proficiency, (4) their confidence in speaking English (see Table 22). 
The subjects were also asked to evaluate (5) the effectiveness of the programme 
in expanding their vocabulary and grammar learning (although they were not the 
foci of this programme). Additional comments or reflections were invited, 
which would enable a deeper understanding of the study. In order to allow the 
subjects to express themselves fully, the reflective journals were written in 
Chinese, which were then translated into English in this report. 
Conten t analys is was emp loyed to first ident i fy the d i f fe ren t types of 
responses for each category and then count the n u m b e r of ins tances that fell into 
each type of responses . The responses were then ana lysed in detail with the 
il lustration of representa t ive exccrpls . All the excerp ts d i scussed in Sect ion 4.6 
arc listed in Append ix QQ. The codc number s of the sub jec t s arc listed in 
Append ix PP. An out l ine o f l h c responses for each ca tegory is provided in Tabic 
22 below, which includes a summary of responses under each category. 
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Table 22. Analysis of Responses from Reflective Journals (N=48) 
Category discussed I Types of Reponses |No. of 
responses 
The programme was successful in providing a n A g r e e 3 9 ( 8 1 . 3 % ) 
"English speaking environment" Disagree 1 
Spoke English when doing the 
tasks but did not speak English 
during breaks ^ 
Fair 
1 
N o response ^ 
There was an increase in the subjects ' confidence Agree 40 (83.3%) 
in speaking English Disagree 1 
N o response 7 
Subjects ' self-evaluation of overall performance Good 9 (18.8%) 
in the programme Satisfactory 20 (41.7%) 
Unsatisfactory 5 
N o response 14 
There was improvement in oral English accuracy Agree 28 (58.3%) 
N o response 20 
There was improvement in fluency Agree 43 (89.5%) 
Disagree 1 
N o response 4 
The effectiveness of tasks in improving Agree 45 (93.8%) 
interactivity No response 3 
The programme helped develop creativity Agree 35 (72.3%) 
Disagree 1 
No response 12 
Improvement in grammar Agree 14 (29.2%) 
Disagree 3 
No response 31 
Note. The corresponding percentages in each category were calculated based on 48 subjects 
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4.6.1 Providing an “English Speaking Environment，， 
On the whole, 81.3% of the respondents agreed that the programme was able 
to generate and provide an “English speaking environment". Many subjects 
reflected that initially they were either uncomfortable in speaking English or 
afraid to make mistakes, but they gradually got used to the English speaking 
environment and spoke more English. 
Most of them observed that the English speaking environment was first 
created by the "English only" rule, and by the fact that all the leaders' speaking 
English to them throughout the programme, although they first found it difficult 
to get used to in the beginning of the programme and some of them even spoke in 
Chinese on the first day. Most of them admitted that the frequency of speaking 
Chinese had dramatically decreased and very often the use of Chinese was totally 
abandoned towards the end of the programme. It is interesting to note that 
although the subjects were reminded to speak English whenever they spoke 
Chinese, usually in the beginning of the programme, the subjects did not feel 
compelled to speak English but positively pushed to try hard to speak more 
English instead. This may be due to the supportive environment created by 
leaders, in which the feeling of being forced to speak English was suppressed. 
The relationship between subjects positive attitudes towards speaking English and 
leaders' support and guidance is best illustrated by the following excerpts (cf. 
Appendix QQ): 
In the beginning of the programme, I was really afraid to make mistakes when 
speaking English. But after two days, because of the kindness and 
encouragement of my group leader, I was braver to express myself in English 
(S31). 
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Everyone in our group tried his/her best to speak English. If somebody spoke 
Cantonese accidentally, s/he would be reminded by our group leader; 'Please 
speak English (written in English).'... At first, I spoke very little English because I 
was afraid to make mistakes in front of others. But I gradually realized that it 
didn't matter if I spoke it wrong; our members would just smile in response and 
our leader would help us to correct it. After that, I gradually spoke more English 
and became more active too; the feeling of speaking English creates a barrier in 
communicating with others had vanished and I became more confident in speaking 
English too (S4). 
The support given by the group leaders is further shown by many thanks 
expressed to and subjects' appreciation of the leaders in the reflective journal, 
reflected in the category of "addition information" in the reflective journals (cf. 
Appendix RR). 
The English-speaking environment has shown to have positive effect on 
encouraging the subjects to speak English, as it was reported that some of the 
subjects even kept on speaking English with their friends or when they went back 
home after the programme. 
In this programme, I tried my best to speak English. Even after the programme, I 
often speak English to my friends and my family; making them feel that there is 
something wrong with me...(S2). 
When I go back home after the programme, I sometimes speak English 
unconsciously. My mum then said, "It seems that you have a great improvement" 
[in speaking English] ！ It，s really worthy to join this programme." (S29) 
It is surprising to find that two subjects realized that they started to think in 
English when they were speaking the language in this five-day programme. 
Through participating in different tasks, I spoke a lot of English and my thinking 
mode started to change from Chinese to English. .. In the beginning of the 
programme, I always had to translate my ideas from Chinese to English in my mind 
before I spoke. Towards the end of the programme, I gradually found that, for 
some of my ideas, I thought in English directly without undergoing the process of 
translation... (S5). 
In addition to the English-speaking environment, the tasks used in the 
programme have successfully created a genuine need for using English for 
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communication, which motivated the subjects to use English to communicate with 
others. 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and 
engaged in a hot discussion in which we exchanged a lot of ideas. This enabled us 
to use English for exchanging ideas, hence created a positive and interesting 
learning atmosphere. With the help of our group leaders in addition, every one had 
a chance to express himself/herself which enabled us to regard English as a 
natural and frequently used language. It gave us a feeling that it's not difficult to 
speak English; everybody can speak English well...(S35). 
In summary, the English-speaking environment was successfully set up for 
the subjects because of (1) the rule "English-only" in the programme, (2) the 
support and guidance provided by leaders, and (3) the genuine communication 
need created by the tasks used in the programme. 
4.6.2 Enhancing Subjects，Confidence in Speaking and Using English 
The subjects revealed that the most significant effect of the programme was 
an increase in their confidence in speaking English (83.3%). They attributed this 
to the constant practice and use of the language throughout the programme. In 
particular, opportunities in public performance boosted their confidence. 
The feeling of avoiding a bad performance in front of others pushed me to try 
my best in each presentation. Therefore, public performance not only could boost 
up out confidence but also develop our potential (S32). 
In addition, the supportive learning environment seemed to help the subjects 
to overcome their psychological barrier in speaking English. 
Every one was speaking English. No one would blame us if we spoke English 
wrongly; what we had to do was just to correct it if it was wrong. This in turn 
encouraged me to speak more English (S30). 
In our group, we didn't care about whether 'your English is good or not’ (written in 
English). Every one used English to express himself/herself fully; we spoke 
whenever we felt like to do so. It really didn't matter even if you made very 
serious mistakes to an extent that made everybody laugh. 'You needn't be shy 
(written in English).' Because every one's level of English is about the same. With 
this thought in mind, your confidence in speaking English can then be increased (S6). 
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4.6.3 Evaluating Subjects，Overall Performance in Programme 
About 60.4% of the subjects regarded their performance as either good or 
satisfactory. 
4.6.4 Helping to Acquire a Higher Level of Communicative Fluency 
89.5% of the subjects thought that the programme had helped to raise their 
level of spoken English fluency mainly because of the continual practice of the 
language in the programme. 
In the past, I had to think really hard before I could give response in English. After 
the programme, I found that I could give a quicker response. Sometimes, I 
could even speak English spontaneously with ease (S39). 
Some subjects also attributed the fluency-oriented tasks to their improvement in 
fluency. 
Tongue Twisters greatly improved our fluency (SI4, S32 & S26) 
4.6.5 Helping to Acquire a Higher Level of Accuracy 
(Pronunciation, Accent, and Stress) 
58.3 % of the subjects either acknowledged an improvement in the accuracy 
of their oral English or were able to identify a number of tasks that helped 
improve the accuracy of their oral English. 
Before I joined this programme, I always spoke English with one tone. In this 
programme, I was able to realize different intonation patterns and apply to 
different situations. I really realized the importance of accuracy in pronunciation, 
intonation and stress (S6). 
Subjects felt that accuracy-oriented tasks had a positive impact on their 
accuracy. 
Through some tasks such as "Minimal Pairs", I discovered some of my mistakes 
in pronunciations and got the chance to correct them, such as the different 
pronunciations of "r" and "1" appeared in minimal pairs (S23). 
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I realized the importance of speaking English accurately. For example, in Pass the 
message, when the message reached the end of the line, it could become totally 
incomprehensible due to inaccurate pronunciation. This task reminded me the 
importance of accurate pronunciation (S39). 
My oral English improved greatly because the core of this programme was the 
development of oral English. Through Tongue Twisters, I realized that my 
pronunciation of "r" was not accurate, (although I had been learning English 
for many years. What a shame!) (S40). 
(For more informed understanding of the subjects' view, please refer to Appendix QQ) 
The group leaders' assistance and correction was also credited with the subjects' 
improvement in oral English. 
When I used English to communicate with my leaders and my group members, I 
always found that my spoken English was very strange. With the help of my 
leader, my English got improved. I realized that whenever I spoke English, I did 
not pay attention to my intonation and use stress appropriately. With the help of 
my leader who repeatedly helped correct my English, I gradually grasped the 
skills in managing the appropriate intonation and stress patterns and I began to 
pay more attention to these areas when I spoke English. (S26). 
From the above revelations, it is evident that (1) both the designated tasks 
employed in this programme and (2) thv guidance given by group leaders 
contributed to the positive effect on the subjects' accuracy development. 
4.6.6 Helping to Acquire a Higher Level of Interactivity 
About 93.8% of the subjects agreed that the positive effects of the 
programme tasks enhanced their interactivity. 
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Several subjects expressed the view that specific tasks offered them opportunities 
to use the language for communication: 
In this programme, I understood that language is a tool for communicating with 
others and expressing my own ideas. Through tasks such as Spot the Difference, 
"Verse Speaking", "Movie Discussion", "Mini-research", "Class-monitor Election" 
and "Taboo" in particular, my ability in using English to interact with others 
increased (S2). 
4.6.7 Stimulating and Developing ‘‘Creativity，，  
72.3% of the subjects agreed that the tasks helped develop their creativity, 
since they always had to think hard to solve problems as required by tasks. 
Tasks such as "What comes next?" (drama) and "Skit Performance" often 
required them to make up their own performance during the process of which 
subjects' creativity was exploited. 
4.6.8 Additional Comments 
Additional comments regarding the nature of the programme, leaders' roles, 
administration of the programme, and the effect of the programme on the 
subjects' attitudes towards English learning are summarized in Table 23. The 
representative excerpts illustrating each point are listed in Appendix RR. 
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Table 23. Specific Comments Found in Reflective Journals 
Code Areas discussed 
A Nature of the programme: 
Al The programme was of high quality and efficiency 
A2 Relaxing learning environment provided 
A3 The programme provided a more authentic English-speaking environment 
which transcended classroom learning 
B Task design and task implementation: 
B1 Tasks used were interesting 
B2 Cooperation / teamwork required by tasks helped learners to learn English 
B3 Group work created a sense of cohesion / cohesiveness and motivated 
learning 
B4 Friendly relationship among group members helped increase 
communication among them, which in turn increased interactivity 
B5 Small group work increased subjects' accountability 
B6 Tasks comprising creative component made learning interesting 
B7 Competition in tasks motivated learning of English 
B8 Effective sequencing and grading of tasks 
B9 Requirement to accomplish tasks in a limited time made tasks more 
interesting 
BIO Public performance or presentation motivated subjects' learning of 
English 
C Leaders，roles / characteristics: 
CI Leaders were supportive and encouraged subjects to speak English 
C2 Leaders' kind and patient 
C3 Subjects appreciated leaders' assistance in helping subjects to learn better 
English and they gave them explicit thanks 
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^ \Impacts on subjects，attitudes towards English learning: 
D1 Enjoyable learning experience 
D2 Interest in learning English developed through the programme 
D3 Motivation in learning English increased after this programme 
D4 Realization of the importance of learning English for communication 
D5 Change in attitudes towards learning English 
D6 Interest in joining this kind of programme again 
D7 Suggestions to organize/ wish to join this programme again 
E Programme administration: 
El Too short 
E2 The working time for each day was too long 
E3 The daily working hours were too long but the duration (no. of days) was 
too short 
F Implication of this programme 
F1 The programme should be held consistently as a supplement to regular 
classroom learning 
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4.7 Summary of the Major Findings 
In summary, the non-formal immersion programme helped the subjects 
acquire their oral proficiency, in the areas of accuracy, fluency, and interactivity, 
as indicated by a significant increase in the subjects' performance in the post-
programme oral proficiency interview and their self-evaluation, and by their 
comments in reflective journals (Sections 4.2 & 4.6). The five designated task-
types employed in the programme were found to be capable of pinpointing the 
specific area(s) of the subjects' oral proficiency (Section 4.3). 
A positive change in the subjects' attitudes towards English learning and 
their language learning behaviour (the subjects' confidence in speaking English, 
willingness in speaking English, interests in English learning, and positive 
attitudes towards English learning), was revealed in the pre- and the post-
programme questionnaire and in the reflective journals (Sections 4.2 & 4.6). 
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4.8 Summary of the Chapter 
Chapter Four begins with a report of the effect of the programme on 
improving the subjects' oral proficiency and their language learning attitudes and 
behaviour, shown from their performance in the pre- and the post programme oral 
interview and their self-evaluation in the pre- and the post-programme 
questionnaire respectively. Significant increase in both the subjects' oral 
proficiency and their language learning attitudes and behaviour is shown in both 
kinds of tests mentioned above. 
Next, the results of the subjects' perceived effectiveness of the four 
designated task-types (accuracy-oriented, fluency-oriented, and interactivity-
oriented, and the integrated task-types) are reported. Results from the subjects' 
evaluation of task effectiveness show that all four designated task-types were 
perceived to be effective in pinpointing and enhancing the specific area(s) of oral 
proficiency. 
The above research findings imply a rejection of all the null hypotheses, 
demonstrating (1) a positive effect of the programme on enhancing learners' oral 
proficiency and changing their language learning attitudes and behaviour, and (2) 
a perceived "task-specificity effect" of each of the four designated task-types. 
The final section of the chapter describes the qualitative data collected from 
the subjects' reflective journals, which offers an in-depth and informed 
understanding of the programme effect on the subjects' oral proficiency and their 




This chapter presents a discussion of the major findings and related 
conclusions, making reference to the qualitative data obtained from the subjects' 
reflective journals, the leaders' daily programme evaluation, the Team Leaders' 
field notes, and insights from some relevant theories and previous studies. 
The major findings reported earlier in Chapter Four are recapitulated here: 
1. The non-formal immersion programme did help the learners to enhance 
their oral proficiency, in the areas of accuracy, fluency, and interactivity. 
2. The programme improved the learners' learning attitudes and learning 
behaviour (e.g. their confidence in speaking English, willingness in 
speaking English and interests in learning English). 
The discussion that follows will be divided into two sections; each will focus on 
one major finding. All representative excerpts illustrated in this chapter are 
listed in Appendix SS. 
5.2 The Impact of the Programme on Learners' Attitudes and 
Language Learning Behaviour 
It has been observed that the non-formal immersion programme was able to 
provide the subjects with a favourable learning environment and to create in them 
positive attitudes and learning behaviour (e.g. confident and willing to speak and 
use English, interest in English-learning, and so on). What might have 
contributed to the "success story"? The answer could be explored with reference 
to such theories as "Humanistic (Language) Education", Experiential Learning", 
"Cooperative Learning", "Leamer-centredness", and "Short, Sharp, Shock" (3-S) 
procedure, which were adopted as some of the programme design features. 
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5.2.1 Humanistic (Language) Education 
“Humanistic education" maintains that attention should be paid equally to 
the learner's intellectual and affective/emotional development. Many language 
education programmes tend to focus more on the intellectual, cognitive aspects of 
language education than on the emotional aspect. Specifically, humanistic 
(language) education favours an enjoyable learning experience and a relaxing, 
supportive, encouraging, cooperative learning environment. In the non-formal 
immersion programme, the spirit of humanistic education was observed, practised 
and manifested in the leaders' support and guidance and in the interesting, 
motivating and cooperative tasks. 
The group-leaders were trained to give language advice and guidance, to 
encourage the subjects to speak in English, to arouse the subjects' interest in 
English, to show love and care and support to the subjects, to look positively at 
the subjects' language use, to help the subjects develop positive attitudes to 
English learning, and to help to release the subjects' language fear or anxiety. 
The result of the "humanistic" learning environment generated in the immersion 
programme can be seen in the subjects' self-evaluation and their reflective journal 
data (for a comprehensive understanding, please see Appendix RR). 
The subjects generally demonstrated a high level of language anxiety at the 
beginning of the programme, as revealed in the reflective journals (cf. 4.6.1: S31 
& S34). Many subjects reported that at the beginning they were afraid of 
making mistakes, felt uneasy to use English as a foreign language (EFL) for 
communication between and among Chinese-speakers, and perceived a low level 
of their oral proficiency (cf. 4.6.1 & 4.6.2). These were similar to the reasons 
for EFL learners' unwillingness in speaking English found in some studies on 
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EFL learners' learning attitudes (Liu, 1989; Tsui, 1996; Price, 1991). However, 
the same subjects also reported that they got used to the English-speaking 
environment and spoke more English after the first or the second day of the 
programme. Below are two excerpts from two student-participants: 
In the beginning of the programme, I was really afraid to make mistakes when 
speaking English. But after two days, because of the kindness and 
encouragement of my group leader, I was braver to express myself in English 
(S31). 
My first impression of this programme was that it provided us with an English-
speaking environment; we had to use English to communicate with others, no matter 
during tasks or in discussions, through which my English communication skills 
improved a lot (S48). 
The change was found to be related to the "English-only" rule in the 
programme and the group leaders' frequent reminders to speak English (cf. 4.6.1). 
The learners' increased confidence and their willingness to speak English shown 
in this study correspond to the positive attitude change found in some previous 
studies on non-formal immersion programmes (Hung, 1996; Hung and Senf, 
1992). 
It is interesting to observe that the subjects did not show any ill feeling to 
being forced to speak English but took the "English only" requirement as a 
positive force to "push" themselves to speak more English: 
This programme indeed provided us with an English-speaking environment. In the 
beginning of the programme, I was afraid to speak English and I did not know how to 
express my feelings and opinions in English. Being supported and encouraged by 
our leaders, I gradually realized that it is actually not difficult to speak in 
English and this programme helped me improve my communication skills (S41) 
Everyone in our group tried his/her best to speak English. If somebody spoke 
Cantonese accidentally, s/he would be reminded by our group leader; 'please 
speak English (written in English).'... At first, I spoke very little English because I 
was afraid to make mistakes in front of others. But I gradually realized that it didn't 
matter if I spoke it wrong; our members would just smile in response and our 
leader would help us to correct it. After that, I gradually spoke more English and 
became more active too; the feeling of speaking English creates a barrier in 
communicating with others had vanished and I became more confident in speaking 
English too (S4). 
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In addition, some reports from the reflective journals suggest that the 
leaders' encouragement and friendly relationship with other learners and the 
leaders 4.6.1: S31 & S34; Appendix RR: C, Dl, D2, D3, Bl, B3 & B4, Appendix 
SS) put learners in a more relaxing and enjoyable learning environment. 
Sometimes, we would be shy to speak in front of others because we knew that our 
pronunciation was not good. But my leader would always encourage us, "Try 
your best, I think you can do it well." (S7). 
In our group, we didn't care about whether 'your English is good or not，(written 
in English). Every one used English to express himself/herself fully; we spoke 
whenever we felt like to do so. It really didn't matter even if you made very 
serious mistakes to an extent that made everybody laugh. 'You needn't be shy 
(written in English).' Because every one's level of English is about the same. 
With this thought in mind, your confidence in speaking English can then be increased 
(S6). 
I found it quite boring on the first day of the programme because I was not used to 
this English-speaking environment and I was afraid to speak English in my 
group...Even if I got some ideas in my mind, I was not confident enough to tell my 
leaders because I was afraid to make mistakes. But I gradually got used to this 
English-speaking environment and I found that this programme was indeed very 
interesting. I spoke more and more to my group members and exchanged ideas 
with them....I found that most of the tasks were very interesting and exciting too 
(S21). 
Every task was very interesting and fresh to us in which we could also improve our 
oral proficiency (S25) 
All in all, it was the relaxing, enjoyable, and supportive learning 
environment that offset the ill feeling of being forced to speak English. This can 
be explained by Nseendi's (1984) observation that "activity enjoyment" and 
"uncertainty reduction" can help increase learners' perseverance and motivation 
to speak English. By "activity enjoyment" is meant to the learners' pleasure of 
being a member of a group and their sense of satisfaction resulting from 
interaction with other. In this respect, it was observed that the peer support and 
the subjects' sense of belonging to their own groups could give the subjects' an 
"activity enjoyment", can be seen in the subject's excerpt: 
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I realized the importance of cooperation among our group members as one person 
cannot accomplish the tasks alone. In our group, there were a lot of good memories 
and I think that our group members love our group very much. It is this feeling 
motivating us to try our best to accomplish each task.... What is most successful 
about this programme is that we were able to develop our interactivity. In the past, 
we always use Chinese for communication. During this programme, I got used to 
speaking English. When I used English to express my ideas and got understood by 
others, the sense of happiness was really great. We leam English because we would 
like to use it as a tool for communication with others and exactly expressing our ideas 
(S33) 
Other than the subjects' "activity enjoyment", the relaxing and supportive 
learning atmosphere also helped decrease their "uncertainty" in speaking English 
(e.g. worries about making mistakes when speaking English): 
In our group, we didn' t care about whether 'your English is good or not’ (written 
in English). Every one used English to express himself/herself fully; we spoke 
whenever we felt like to do so. It really didn't matter even if you made very 
serious mistake to an extent that made everybody laugh. 'You needn't be shy 
(written in English).' Because every one's level of English is about the same. 
With this thought in mind, your confidence in speaking English can then be increased 
(6). 
Therefore, using Nseeni's (1984) terms, learners' increased "activity enjoyment" 
and reduced "uncertainty" increased their perseverance to overcome their 
psychological barrier in speaking English (e.g. the feeling of being forced to 
speak English) and further increased their motivation to try hard to speak English. 
5.2.2 Experiential Learning 
Experiential learning theory (Hung, 1996) predicts that opportunities for 
learners to experience the use of the language can help increase their linguistic 
knowledge and confidence. 
The performance for "What come next?" could help improve our accent, 
pronunciation, use of stress, and accuracy. This is because, taking the role of 
different characters, could help us better identify with the characters, and hence 
improve our oral English (S3). 
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I think that I spoke a lot; I used English to communicate with each other; used English 
to express my feelings and ideas; used English to solve some problems. I found my 
oral English improved a lot. This was because many tasks required us to express 
ourselves in English accurately. In the performance, I was very confident to speak 
English in front of others; the experience enabled me to discover my mistakes and 
further improved them (S38). 
"Using English for communication and expression" was the focus of this programme. 
When we did not know how to express ourselves in English, we would ask our 
leader; when we did not understand some vocabulary, our leader explained then 
to us. Therefore, I think that it was a good way to learn.... (S32). 
It was observed that the learners' frequent use of the language in this programme 
led to their confidence building. The effectiveness of frequent language practice 
in the learners' confidence in speaking English was fully and frequently 
acknowledged in their reflective journals. The positive impact of the programme 
in confidence building can be shown in the following excerpts: 
On Day 1, I found it very embarrassing when I had to introduce myself in five 
sentences. "But now, I can do it quickly and easily [written in English]" (S32). 
Many tasks could improve our confidence in speaking English; we could all use 
English to communicate and discuss with each other bravely. Our confidence in 
speaking English increased greatly, when compared with that before the 
programme. After the programme, we always speak in English unconsciously 
because we are now confident in speaking English (SI8). 
Specifically, it was the success of getting the meaning across that boosted the 
learners' confidence and motivation in speaking English, as is obvious in the 
following excerpt: 
In the past, we always use Chinese for communication. During this programme, I got 
used to speaking English. When I used English to express my ideas and got 
understood by others, the sense of happiness was really great. We leam English 
because we would like to use it as a tool for communication with others and exactly 
expressing our ideas. [S33] 
5.2.3 Cooperative Learning 
"Cooperative learning", which refers to learning involving such elements as 
positive interdependence, team formation, accountability, mastery of social 
interactive skills, and so on (cf. 2.4.6.1), ran through the entire immersion 




Building Family Tree" could help improve our interactivity because this task 
especially required "team work，，[written in English], making the use of English for 
communication very important (S3). 
Individual accountability 
Since working in a small group makes everyone feel that s/he is very important, 
this increased our confidence (S5). 
Group accountability 
I realized the importance of cooperation among our group members, as one 
person cannot accomplish the tasks alone. In our group, there are a lot of good 
memories and I think that our group members love our group very much. It is this 
feeling motivating us to try our best to accomplish each task (S33). 
Positive interdependence 
In a drama such as "What comes next?", every group tried their best to give a 
surprising story.... A task called "Taboo" required the cooperation of the whole 
group, for the accomplishment of this task (S3 8). 
Mastery of social skills 
I got more familiar with the communication skills used in daily life through this 
programme. Besides, I made a lot of friends too (S32). 
As can be seen from the above excerpts, a successful cooperative learning 
environment established in this programme greatly helped the subjects increase 
their confidence and motivation to English learning, as predicted by the 
cooperative learning theory (cf. 2.4.6). 
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5.2.4 Learner-centredness Task-based Design 
The positive effect of incorporating some interesting, challenging, appealing, 
creative and competitive elements into task-design echoes the emphasis on 
learners' active involvement and learners' choices in the theories of learner-
centredness. Theories of learner-centredness (Section 2.4.5) maintain that 
learners' active involvement can be encouraged by introducing task content that 
meets the learners' interests and needs, and by giving learners opportunities in 
expressing their own "choices" (e.g. a control over interaction with others, or 
choices given to express their opinions and feelings). The learners' 
acknowledgement of the positive effect of the above task features are illustrated in 
the following excerpts. 
Creative element: 
We would design the content of plays and dramas by ourselves. We made up our 
own dialogues and every one had to contribute to the brain storming section so as 
to think of better ideas (S33). 
Competitive element: 
I find that the idea of learning English through competition is very good. Because 
we teenagers all like to compete with others. The strong will to win the games 
motivated us to do our best, which then helped us to develop our potential. [S3] 
Interesting element: 
When I look back, I find that every task was very attractive and exciting; they 
were fun and educational (S32). 
As we knew more about each other, the communication and exchange of opinions 
among our members became more frequent. The most impressive task was "Picture 
Sequence" in which I interacted a lot with my members and everyone was using 
English to communicate with each other. In addition, "Family Tree", "Taboo" 
were very exciting. These tasks greatly motivated me to learn English, and I 
became very active in learning English and talked a lot in English. This boosted 
my confidence in speaking English (SIO). 
Opportunities for expressing opinions: 
Many tasks such as "Dear Lily Kan", "Mini-research" could increase our interactivity 
because we must exchange information and ideas with our group members and 
discuss together in order to find out the answers to the problems (S5) 
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In many tasks such as Dear Lily Kan, every one expressed their own opinions and 
engaged in a hot discussion in which we exchanged a lot of ideas. This enabled 
us to use English for exchanging ideas, hence created a positive and interesting 
learning atmosphere. With the help of our group leaders in addition, every one had 
a chance to express himself/herself which enabled us to regard English as a natural 
and frequently used language. It gave us a feeling that it's not difficult to speak 
English; everybody can speak English well...(S35). 
5.2.5 A Short, Sharp, Shock (3S) Learning Experience 
The subjects' change of attitudes within a short period of time could be 
explained by Hung's (1990) "Short, Sharp, Shock" (3-S) programme design 
notion. He argues that to change a language learner's deep-rooted learning 
attitudes, a strong, sharp learning experience with momentum must be meted out 
to shock and rock his language learning routines, so that a new approach or 
attitude to language learning could be formed. However, since the sharp and 
shocking experience is rather hurting and overbearing, it should be balanced with 
humanistic, emotional support, and should last for a short period of time only, 
just long enough for the new approach and attitudes to reach a psychological 
threshold and "take off (i.e. to take effect). 
Recall that the immersion programme adopted an "English only" 
requirement plus a cumulative use of English. This would constitute the strong, 
sharp learning experience. To those learners who had not used English for 
functional and communicative purposes, such language requirements and learning 
experience would appear rather shocking and unforgettable (see examples in 
Appendix RR: Dl, D5 (S29), D6, El and D7). Recall also that the programme 
did provide the subjects with enjoyable and "pleasurable" learning tasks and that 
the leaders did provide the subjects with emotional and linguistic support, 
counter-balancing the heavy "pressure" from workload and "pleasurable" feeling 
from the interesting and supportive learning environment that the subjects/ 
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learners were willing to sustain the sharp, shocking learning experience. 
5.3 Programme Impact on Oral Proficiency Enhancement 
In this sub-section, the positive impact of the non-formal immersion 
programme on enhancing oral proficiency and the contribution of the designated 
tasks to the enhancement of specific proficiency areas will be discussed. 
5.3.1 General Discussion of the Programme Impact 
on Oral Proficiency Enhancement 
The non-formal immersion in this study was empirically proved to be 
effective in enhancing the subjects' oral proficiency, in terms of accuracy, fluency, 
and interactivity. The positive impact of the programme can partly be attributed 
to (1) a large amount of language input and (2) ample opportunities for language 
production in the context of an English-speaking environment. 
The effect of the English-speaking environment on the learners' English 
learning was, in fact, fully acknowledged by many subjects in their reflective 
journals; they indicated that it was the English-speaking environment that 
"pushed" them to try hard to speak English (cf. 4.6.1). An improvement in the 
subjects' oral accuracy and fluency was also perceived by the subjects themselves. 
This is best illustrated by the following excerpts from their reflective journals: 
Before I joined this programme, I always spoke English with one tone. In this 
programme, I was able to realize different intonation patterns and apply to 
different situations. I really realized the importance of accuracy in pronunciation, 
intonation and stress (S6). 
In the past, I had to really think hard before I could give response in English. After 
the programme, I found that I can give a quicker response. Sometimes, I can even 
speak English spontaneously with ease (S39). 
116 
These comments echo Swain's (1985 & 1993) Output Hypothesis (cf. 2.4.3), 
which suggests that opportunities for language production can help learners 
improve their accuracy and fluency; producing the language can (1) prompt 
learners to “notice” their interlanguage gap; (2) offer opportunities for hypothesis-
testing of new language forms and structures; and (3) promote reflection on the 
target language. The opportunities for meaningful use of the language in the 
programme can also (4) help improve learners' fluency as predicted by the Output 
Hypothesis and Information processing models (McLauglin & Heredia, 1996) 
which suggest that meaningful language practice can help develop learners' 
automaticity in language use (cf. 2.3.1 & 2.4.3). The following excerpt 
illustrates that language production did help the learner notice her language gap: 
In this programme, we all used English, which we seldom used in our daily life, to 
communicate with each other. We made a lot of mistakes when speaking English. 
However, if we had not realized the mistakes in our spoken English [through 
speaking the language], we would not have noticed them and got the chance to 
improve [our oral English] (S26). 
The opportunities for socializing with each other could also facilitate an extensive 
use of English, as opposed to the limited range of instructional language used in 
EFL classroom settings: 
I think this English-speaking programme was very good; it provided an English-
speaking for us. For example, during the breaks, we used English to comment on 
the tasks that we had done and we also chatted with our friends in English (S46). 
Opportunities for continual, intensive language practice required by the non-
formal immersion, as opposed to the discontinuous language practice in many 
regular EFL curricula, can also speed up the process of procedualizing language 
use. 
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5.3.2 Roles of Designated Tasks in Pinpointing Specific Proficiency 
Area(s) 
The significant improvement found in the subjects' accuracy, fluency, and 
interactivity can also be partly attributed to the subjects' attention to specific 
proficiency area(s) pinpointed by the four types of designated tasks, as predicted 
by some information processing models (McLauglin & Heredia, 1996). 
McLauglin & Heredia (1996) observe that focusing learners' attention on a 
limited and controlled amount of data can facilitate the “controlled processes" 
which regulate the flow of information from short-term to long term-memory, an 
earlier processing stage before skills are learned and become automatic. In 
short, the attention to a limit and controlled amount of data can facilitate the 
process of language learning. 
Let us look at one example. An accuracy-oriented task such as the "Sound 
Bingo" or the "Minimal Pairs", (in which learners had to recognize some given 
words upon the words mentioned by their leader), would draw the subjects' 
attention to the phonological forms, and forced them to recognize and 
differentiate the pronunciations of similar vowels and consonants. This can be 
evidenced in a subject's reflective journal: 
Through some tasks such as Minimal Pairs, I discovered some of my mistakes in 
pronunciations and got the chance to correct them, such as the different 
pronunciations of "r" and "1" appeared in Minimal Pairs (S23). 
Likewise, a fluency-oriented task such as "Tongue Twisters，，，in which 
subjects had to present a short pose quickly and smoothly, could draw the 
subjects' attention to speedy and fluent delivery. In the view of several subjects, 
Tongue Twisters' greatly improved our fluency (S 14, SI9, S32 & S26). 
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Similarly, an interactivity-oriented task such as Dear Lily Kan, in which 
subjects were asked to discuss the advice they could give to some people 
experiencing problems, would force the subjects to pay attention to interactive 
negotiation, as evidenced in an excerpt from a subject's reflective journal: 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and 
engaged in a hot discussion in which we exchanged a lot of ideas. This enabled 
us to use English for exchanging ideas, hence create a positive and interesting 
learning atmosphere. With the help of our group leaders in addition, every one had 
a chance to express himself/herself which enabled us to regard English as a natural 
and frequently used language. It gave us a feeling that it's not difficult to speak 
English; everybody can speak English well...(S35). 
An integrated type of tasks, however, directed the subjects' attention to a 
more meaningful, holistic and integrative use of the target language rather than 
just one specific proficiency area. 
To summarize, it is quite obvious that each of the four types of tasks drew 
the subjects' attention to some defined aspect(s) of oral language; each task-type 
played a distinctive / major role in enhancing one (or several) area(s) of 
proficiency or use. 
5.4 Sequencing of Tasks for a Balanced Language Development 
The sequencing of tasks is here discussed in relation to the differential roles 
of the various designated task-types in oral proficiency enhancement and in 
relation to the importance of learners’ willingness and confidence in speaking 
English for learners' active involvement in task performance discussed in 5.2 & 
5.3. One of the characteristics of the programme was the balance between 
opportunities for the focal language practice in a more structured context and 
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opportunities for the integrative use of the language in a less structured, 
communication-driven context. 
In this immersion programme, more structured tasks (e.g. the accuracy-
oriented, the fluency-oriented, and the interactivity-oriented tasks) were often 
introduced first before the less-structured communication driven integrated tasks. 
The former were employed to pinpoint a specific area of oral proficiency while 
the latter offered a freer context for integrative language practice (cf. 3.7.2). 
Since a higher degree of learners' autonomy was required in the less structured 
integrated tasks, the learners must be confident and willing to speak English, and 
must have reached a certain level of competence in each proficiency area for 
handling the free interaction required by the integrated tasks, which the learners 
obviously lacked at the beginning of the programme, as reported in the reflective 
journals, the leaders' daily evaluation, and the Team Leaders' on-the-spot 
observation. All these would support the claim that learners have to be 
psychologically and linguistically prepared before they can enjoy the integrative 
use of the language in a less-structured, communication driven context. Using 
the types of tasks that could pinpoint specific area(s) of oral proficiency (e.g. 
accuracy-oriented, fluency-oriented, and interactivity-oriented tasks) could help 
learners master each language aspect well before they could enjoy the freedom to 
exchange their opinions and feelings, and could actively involve in the less 
structured tasks. For instance, learners were offered focal practice in speed 
delivery in some fluency-oriented tasks which helped them to increase 
automaticity of the target language through proceduralization of the declarative 
knowledge (Anderson, 1983 & 1985). Accuracy-oriented tasks drew the 
learners' attention to form and engage learners in focal language practice. 
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Focused practice on interactive negotiation could prepare them for the free use of 
the language at a later stage. 
Complementing the focal language practice, communication-driven tasks 
could give the learners (1) a holistic language exposure and experience, as 
suggested by Willis (1996) and (2) an authentic use of the target language. 
Willis's (1996) has observed that the holistic language experience could help 
increase motivation in learning. Production of the language in a meaningful 
context also helped them to notice the gap between their interlanguage and the 
target language, and thus enhanced language learning, as predicted by Swain's 
(1985 & 1993) Output Hypothesis (cf. 2.4.3). 
To sum up, a holistic language experience could act as a "buffer" or even a 
"catalyst" to help maintain or increase learners' motivation, especially when the 
learners had had enough practice through structured tasks and started to lose sight 
of learning English for communication. The authentic language use could offer 
learners opportunities to procedualize the previously learnt knowledge or skills. 
Therefore, both the structured tasks and the communication-driven tasks actually 
played two very important and complementary roles in directing the learners' 
attention to each of the areas of the language, giving them a holistic language 
experience, and maintaining /increasing their motivation to learn the target 
language, all being influential elements in the language learning process. The 
relationships between the roles of the structured tasks (the accuracy-oriented, the 
fluency-oriented, and the interactivity-oriented tasks) and the integrated tasks, in 
the learning process are summarized in Figure 5. 
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Figure 5. The Relationship between the Roles of Structured Tasks and 
Integrated Tasks, and the Learning Process 
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The positive impact of the task-based programme on the learners' oral 
proficiency suggests the positive effect of the way the tasks were sequenced in the 
programme; to sequence tasks in such a way that a sufficient amount of structured 
tasks should be introduced before communication-driven integrated tasks, such 
that learners are psychologically and linguistically prepared for the task demands 
in the proposed integrated tasks, as illustrated in Figure 6 below: 
Figure 6. Sequencing of Structured Tasks and Integrated Tasks 
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5.5 Summary of Chapter Five 
This chapter discusses two major findings of this study: (1) the impact of the 
non-formal immersion programme on enhancing the learners' oral proficiency (in 
the areas of accuracy, fluency and interactivity), and (2) the impact of the 
programme on the learners' learning attitudes and behaviour. 
Several conclusions are drawn from the discussion: 
1. Learners should be "pushed" to produce the target language in a 
language-rich and supportive learning environment. 
2. A relaxing, supportive and cooperative learning environment can help 
develop positive attitudes and learning behaviour. 
3. Careful selection of the various task-types and the appropriate task 
sequencing can help improve learners' oral proficiency; attention should 
be paid to a fine balance between focal language practice and 
integrative use of the language. 
4. The incorporation of challenging, competitive, interesting, creative 





The chapter is divided into three major sections: first, the limitations of the 
present research; second, the pedagogical implications; and third, some 
suggestions for future research. 
6.1 Limitations of the Present Research 
To begin with, let us put the present research in perspective. The study 
involved a group of 48 Senior Secondary 1 (Grade 10) students. The group size, 
of course, was able to satisfy the requirements of group statistics; it is, 
nonetheless, not large enough to allow us to draw unequivocal conclusions about 
the subjects' perceived effectiveness of the various task-types. 
Given the time consideration (to explore the "Short, Sharp, Shock" 
procedure), and the nature and the resource constraints of the study (an M . Phil. 
Study conducted primarily by the present researcher with limited financial 
resources), only a few typical tasks for each task-type could be incorporated into 
the programme, and investigated. Thus, their research was exploratory in nature 
focusing some issues related to this type of short, intensive immersion 
programme. 
The programme was conducted in the wet, hot summer vacation to stay clear 
of the regular curriculum time, and was run in a very intensive manner to 
maximize the precious time available. The subjects were not used to working 
for several full days, and some complained about the long hours of intensive work 
they had never experienced before. However, practically no subjects wished to 
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leave the programme; most subjects, in fact, expressed their enjoyment in the 
programme and wished to have more in the future (for subjects' view on this, 
please see Appendix RR: F). Had it been a full, regular research programme 
with more manpower and financial resources and with a longer period of time to 
reduce the level of intensity, the few complaints might not have arisen. 
Despite the limitations of the study, the findings could still provide some 
informed views on the teaching-learning potentials of this type of non-formal 
immersion programme, and have applied implications for EFL teaching and 
learning, to which we now turn. 
6.2 Pedagogical Implications 
This section focuses on the pedagogical implications of the research findings. 
Before discussing the pedagogical implications, let us recapitulate the major 
findings of the present research: the non-formal immersion programme was found 
to be effective in improving the learners' oral language proficiency and in 
changing their learning attitudes and behaviour as well, all done within a very 
short period of time. Specifically, this programme was successful in helping the 
learners to reach their psychological and linguistic thresholds at which effective 
language learning could take place easily. Against this "success story", several 
types of implication could be derived from the programme: implications for 
language curriculum and/or programme designs; implications for classroom 
teaching and learning; and implications for task-based teaching. 
6.2.1 Implications for Curriculum / Programme Designs 
This sub-section will discuss the implications of the non-formal immersion 
programme for curriculum and programme designs. Specifically, the discussion 
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will focus on how such non-formal immersion programmes could be exploited 
and used as (1) an adjunct to a regular curriculum; (2) a spoken component of a 
regular language programme; (3) an independent remedial programme; and (4) an 
orientation programme; (5) a language and professional skills development 
programme in a teacher-training curriculum. 
An adjunct to a regular curriculum 
Considering the positive effects of the non-formal immersion programme 
(NIP) in terms of improving the learners' oral language and learning attitudes, I 
would like to propose that this kind of programme be provided regularly to 
supplement the regular curriculum for the following purposes / benefits: 
• To give learners more opportunities for continual language practise in a 
meaningful setting, in response to the limitations of some English 
lessons in the regular curriculum (cf. 1.1.2) 
• To allow learners to use the language for authentic communication 
which can increase their motivation to leam English 
參 To supplement curriculum tasks which need more learning space and 
learning time (cf. 1.1.2). 
參 To help learners to reach the psychological and linguistic thresholds 
which will in turn reinforce learning of English when the learners go 
back to the regular programme 
(For the subjects' view on the above points, please see Appendix RR: Al, A3, A6, 
B1,B2, B3 D6, D7 & Fl; Appendix TT) 
An immediate effect of the programme is that it can speed up the process for 
learners to reach the psychological and linguistic thresholds, at which effective 
language learning can take place easily when they go back to their classrooms. 
If held regularly, such programmes can, in the long run, provide learners with a 
constant exposure to English and with opportunities to use the language for 
communication, supplementing the insufficient opportunities for language 
practice in the classroom. The opportunities for learners to use the language for 
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interaction and socialization among peers can also help learners to practise the 
language more extensively in a more authentic environment, whereas the 
language used in a formal classroom setting is often limited to the instructional , 
type of language and some basic communication skills (such as greetings, 
apologies, etc.). More extensive use of the language can help learners recognize 
and realize the language gaps existing between their interlanguage and the target 
language, and can hence offer more opportunities for language development [see 
Swain's (1985 & 1993) Output Hypothesis]. Besides, tasks which require more 
time for preparation and more space for presentation (e.g. drama) can be included 
in the programme. 
This kind of programme can also be run by individual schools which can 
offer more flexibility in supplementing the regular curriculum. With a better 
understanding of their students, individual schools can design a more tailor-made 
programme pinpointing the students' needs and their weak areas, making 
language teaching more effective. 
A spoken component of the regular programme 
Other than regarding this programme as an adjunct to a regular curriculum, 
this type of non-formal immersion programme can be incorporated into the 
regular curriculum as a core component in teaching oral language, given the 
effectiveness of this programme in oral language training. If language learning 
is seen as training for the cognitive academic language proficiency (CALP) and 
the basic interpersonal and communicative skills (BICS), using Cummins' (1979 
& 1980) terminology, this non-formal immersion programme can be regarded as 
the "BICS" component of the regular curriculum for developing learners' spoken 
proficiency. 
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An independent remedial programme 
Rather than incorporating this programme into a regular curriculum, we can 
adopt it for specific, remedial programme purposes. Since the programme is 
job-wise effective in speeding up the process for learners to reach their 
psychological and linguistic thresholds, it can be a very effective means to help 
the weaker EFL learners, who are below the thresholds. I would, therefore, 
suggest that this type of non-formal immersion be adopted as a remedial 
programmes. 
An orientation programme for a language course 
This non-formal immersion programme could also be exploited as an 
orientation programme for a language course. Since this programme is highly 
effective in developing learners' positive learning attitudes and behaviour in a 
"short, sharp, shock" manner, it can be a good means to quickly develop a rapport 
between and among students and teachers, and to establish a supportive, 
cooperative learning environment, preparing learners for active participation and 
effective cooperative learning in the subsequent language course proper. 
^ language and professional skills development programme in a teacher-
training curriculum 
Considering the positive effect of the programme on the subjects' oral 
language enhancement, this programme could also be considered, for specific 
purposes, a training programme to enhance student-teachers' English proficiency 
and professional skills. Apart from enhancing the student-teachers' oral English 
proficiency, the personal experience in learning through the various task(-types) 
in the programme can provide the student-teachers with an informed 
understanding of the practical issues related to task-based teaching, (such as task 
selection, task implementation, task functions and their impact on the learning 
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process), from a learner's perspective. The student-teachers' enhanced English 
proficiency would, in turn, have a positive impact on their subsequent learning 
and teaching of English, bearing in mind that a teacher's language is a major 
source of input to students. The student-teachers' informed understanding of the 
task-based methodology and implementation would also contribute to the 
efficiency and the effectiveness of their classroom teaching. 
6.2.2 The Classroom Implications 
Some research findings reported here indicate that a supportive, relaxing, 
cooperative, and enjoyable learning environment can contribute to effective 
language learning; its implications for classroom teaching will be discussed 
below. 
Non-threatening and supportive learning atmosphere 
One of the design features of the non-formal immersion programme was 
the humanistic principles, which emphasize a non-threatening and supportive 
atmosphere in which foreign language learning is to take place. A non-
threatening and supportive environment was certainly considered by the subjects 
to be an important factor capable of influencing confidence-building and language 
learning. Many subjects reported on the contribution of the non-threatening 
environment to their confidence-building and language enhancement. The 
following are just a few illustrative examples (cf. Appendix TT). 
The programme didn't impose a lot of strict rules on us, making us feel very relaxed 
[S5] 
Every one was speaking English. No one would blame us if we spoke English 
wrongly; what we had to do was just to correct it if it was wrong. This in turn 
encouraged me to speak more English (S30). 
In our group, we didn't care about whether 'your English is good or not, (written 
in English). Every one used English to express himself/herself fully; we spoke 
whenever we felt like to do so. It really didn't matter even if you made very 
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serious mistake to an extent that made everybody laugh. 'You needn't be shy 
(written in English).' Because every one's level of English is about the same. 
With this thought in mind, your confidence in speaking English can then be increased 
(S6). 
All these comments would suggest that to build up learners' confidence in 
speaking English, teachers should encourage the learners to speak English and 
should be tolerant of the students' mistakes and errors in speaking English. 
Linguistic means for confidence-building 
The results of the study have suggested that opportunities for language use 
did help the learners boost their confidence in speaking English. Generally, 
teachers tend to think that a good way to help learners build up their confidence to 
speak and use English is to say kind and positive words about the students' good 
as well as poor performance in English (whether good or poor), and to encourage 
them to develop positive learning attitudes - the so-called "sociopsychological" 
approach to confidence-building. There is no denying that all these 
sociopsychological measures are necessary, but they are, in my view, not 
sufficient for confidence-building. Recall that at the beginning of the non-
formal immersion programme, many subjects had a low perception of their own 
English, and were worried about making mistakes in front of others; this anxiety 
and fear created a psychological barrier to prevent them from coming forward and 
speaking English. However, after they were "forced" to speak and use English 
and found that they could accomplish tasks in English, and their message got 
understood, their confidence in speaking English dramatically boosted up, 
resulting in a sense of success gained through / from using the language. This is 
clearly evidenced in the subjects' reflective journals (cf. Appendix TT): 
In the past, we always used Chinese for communication. During this programme, I got 
used to speaking English. When I used English to express my ideas and got 
understood by others, the sense of happiness was really great. We leam English 
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because we would like to use it as a tool for communication with others and exactly 
expressing our ideas (S33). 
Many tasks, such as Psychology Test, Dear Lily Kan, could help improve our 
interactivity; we got used to using English to exchange ideas and discuss with others 
through these tasks. The most important point is that these tasks helped increase our 
confidence in speaking English. Every one can use English to interact and discuss 
with each other, which is a big difference comparing to that before the programme. 
We are so confident that we often speak some English unconsciously even after the 
programme (SI8). 
In this programme, since we could not speak Chinese, we must speak English. 
Gradually, I speak English more fluently and accurately than before. In addition, 
since we had to keep on speaking English, I became very active to communicate 
with others in English as opposed to the unwillingness to speak English in the past. 
I am very happy and I am no longer afraid to make mistakes. Even though my 
English is not excellent, I can still speak it with confidence (S26). 
These excerpts vividly show that providing learners with ample opportunities 
for language production as a "linguistic means" to confidence-building seems 
more relevant and more influential than the socio-psychological approach in 
confidence-building. 
Pre-cooperative work for cooperative learning environment 
The present study reveals that group solidarity, peers support, and positive 
learning attitudes towards cooperation can influence the effectiveness of 
cooperative learning, as illustrated in the following excerpts (cf. Appendix TT): 
I realized the importance of cooperation among our group members, as one 
person cannot accomplish the tasks alone. In our group, there were a lot of good 
memories and I think that our group members love our group very much. It is 
this feeling motivating us to try our best to accomplish each task (S33). 
Since we'd like to perform well, every one expressed their ideas enthusiastically and 
tried out every new idea bravely. The atmosphere was very encouraging (S5). 
I think the "party games" [e.g. Pictionary, Pass the Message, and Taboo] could make 
us feel relaxed and develop our intellectual ability. The most important point is that 
these tasks develop the cooperation among our group members... They were 
very interesting too (SI3). 
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This implies that to encourage cooperative learning, teachers should not just 
focus on the cooperative task itself but should also pay attention to the conditions 
for effective cooperative learning: attention to the importance of some “pre-
cooperative work" (e.g. confidence-building activities, ice-making activities, etc.) 
to develop rapport and group solidarity as well as to help develop learners' 
positive attitudes towards cooperative learning. All these elements influence the 
success or failure of cooperative learning, as is evidenced in the subjects' report 
of their active involvement in the programme. Considering the limitations of 
time and space in regular English lessons, this kind of "pre-cooperative work" can 
be carried out in the form of extra-curricular activities, so that cooperative 
learning can take place effectively in the lessons. 
Introducing interesting tasks 
The fun element of the programme helped to maintain and increase the 
subjects' motivation after their confidence in speaking the language was built up 
(for the subjects' view on this, please refer to Section 5.2.4). To encourage 
learners to speak more English, the tasks used should be relevant to learners' 
interests by incorporating some interesting, challenging, appealing and 
competitive elements. 
Implications for task-based teaching 
The perceived effectiveness of the structured tasks (accuracy-oriented, 
fluency-oriented, and interactivity-oriented tasks) and the non-structured, 
integrated tasks (which play a complementary role in pinpointing specific 
proficiency areas or in giving learners' a holistic learning environment), can offer 
teachers and course designers insights into the selection of tasks to achieve a 
balanced oral language development. Specifically, information on the 
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correspondence between specific task-types and their functions can help teachers 
design tasks to meet their students' needs. 
Recall that the complementary roles of the structured tasks and integrated 
tasks discussed in Chapter Five suggest a possible way for task-sequencing; to 
introduce some structured tasks (accuracy-oriented, fluency-oriented, and 
interactivity-oriented tasks) to prepare learners psychologically and linguistically 
for the task demands in the subsequent less structured, communication-driven 
integrated tasks. However, instead of taking this approach as a "two-stage" 
model, with a group of structured tasks and then another group of integrate tasks, 
it should be conceived as a "multiple-stage" spiral model, called the "Spring 
Model", for curriculum design by repeating the two stages for reinforcement of 
the language items / functions previously learnt (i.e. in the previous "two stages") 
and/or for introduction of a new language focus (in the next "two stages"). To 
allow for flexibility in language teaching, the structured tasks introduced in each 
cycle need not be one single task. Instead, it can be seen as a unit of structured 
tasks (i.e. accuracy-oriented, fluency-oriented and interactivity-oriented tasks) 
organized in a way to prepare learners for mastering different, specific areas of 
the target language required for the coming integrated tasks. In this way, a 
balanced language development between form and meaning can be attained and 
language learning is made an on-going, cyclical process involving (1) constant 
motivation, (2) internalization of newly learnt knowledge through integration with 
the previous knowledge, and (3) setting out for new knowledge that learners need 
for language enhancement. The framework of the "Spring" model is visually 
and diagrammatically presented in Figure 7: 
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Figure 7. A "Spring" Model for Task Sequencing 
參= S t r u c t u r e d tasks (Accuracy-
oriented, fluency-oriented & 
interactivity-oriented = tasks) 
• = Integrated tasks 
The nature and function of the framework is best captured by an analogy to a 
spring. On the one hand, a "two-stage" cycle, consisting of the implementation 
of the structured tasks and integrated tasks, is repeated along the spring (as 
illustrated by the multiple cross-sections of the spring). On the other hand, 
levels of task complexity and sophistication are also growing systematically (in 
terms of structural difficulty levels, points of language focused, cognitive load, etc. 
based on the objectives in curriculum design,), to help learners advance their 
interlanguage development. This "Spring Model" is "elastic" in nature, as it can 
offer flexibility in curriculum design: to cater for the students' abilities and 
developmental stages, teachers can "compress" or "stretch" any of the cycles by 
lengthening or shortening the time in each cycle. 
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6.3 Suggestions for Further Research 
One major focus of the present study was on the learners' perception of task 
effectiveness, with data systematically collected from the subjects' pre-
programme and post-programme oral performance, and with unsystematic 
evaluation data from the group leaders and the Team Leader. Future 
investigations of task effectiveness should include systematic data from the 
teachers' perspective to gain a deeper understanding of task effectiveness. 
The results of the present study indicate the subjects' enjoyment and their 
perceived effectiveness of the tasks. However, the psycholinguistic process 
underlying the effectiveness of these tasks is still unknown, which need to be 
further explored in future. 
The designated tasks adopted in this study were perceived to be effective in . 
pinpointing the designated target area(s) of oral proficiency. However, the tasks 
were not field-proved in formal classroom settings. The effectiveness of the 
designated task-types in learners' oral language enhancement should be explored 
by experimenting the same task-types with different task content. The effective 
task-types should be further tried out in regular EFL classroom settings to explore 
and evaluate their pedagogical effectiveness and potentials. 
The present study investigated only the immediate, short-term effect of the 
immersion programme on the subjects' oral language proficiency as well as their 
attitudes and learning behaviour. Future studies on the long-term effect of the 
immersion programme on learners' oral language development and their learning 
attitudes and behaviour could have more informed pedagogical implications. 
This study focused on three goals in oral language training: accuracy, fluency, 
and interactivity. Further research may wish to extent the scope to include other 
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areas of oral proficiency (e.g. complexity and grammar). 
The effect of the non-formal immersion on learners with different levels of 
English or from other EFL communities could be conducted to study the universal 
nature of such immersion programmes. 
The "Spring Model" for task sequencing was based on the positive effect of 
this task-based immersion programme on the subjects' oral proficiency 
enhancement but there was no empirical data to support that this way of task-
sequencing unambiguously contributed to effective oral language learning. 
Further research is needed on task-sequencing, in comparison to other types of 
sequencing within the same programme setting. This will provide important 




Chapter Six begins with a brief discussion on some limitations of the present 
study: .the size of the subject sample, a limited number of tasks in each task-type, 
and the extremely intensive nature of the programme. 
Next is a discussion on the pedagogical implications of the present 
research for (1) curriculum / programme designs in terms of an adjunct 
component in a language programme, a spoken language component incorporated 
in a regular programme, an independent remedial programme to help the weak 
learners, an orientation programme for a language course, and a language and 
professional skills development programme for training the student-teachers; (2) 
classroom teaching & learning in terms of the "sociopsychological" and the 
"linguistic" approach to learners' confidence-building and attitude changing, and 
in terms of the "pre-cooperative work" for cooperative learning; (3) language 
teaching & learning in terms of task-identification & selection and task-
sequencing, as well as for the development of a task-curriculum model (i.e. the 
"Spring Model"). 
The last part offers some suggestions for future research, including (1) 
study of both the students' and the teachers' perception of task-effectiveness to 
achieve a balanced view; (2) field-study of the effectiveness of task (-type)s in 
some regular classroom settings; (3) the exploration of the effectiveness of the 
short task-based immersion programmes conducted at different educational levels 
and in different learning communities for its universality of application; (4) study 
of the longitudinal effect of the short immersion programme on students' oral 
English development as well as their learning attitudes and behaviour; (5) study of 
the psycholinguistic processes underlying the successful learning of each task(-
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Appendix B. Empirical Studies on Interaction Features 
study Task types Areas of study 
Jigsaw Information P r o b l e m - s o l v i n g D e c i s i o n - m a k i n g O p i n i o n 
gap exchange 
Long (1980) Spot the difference Odd Man Out Input and interaction 




Gass & Varonis Solve the NNS/NNS  
(1985) mystery 
Negotiation of meaning 
~ C r o o k e s & Spot the ditterence Odd Man Out NS/NNS  
Rulon (1985) 
Corrective feedback 
P i c a & Who gets the heart NNS/NNS interaction  
Doughty transplant? 
(1985a, b) 
Who can adopt the 
baby? 
加u g h t y & Plant the Interactional modification among 
Pica (1986) garden group, dyad and teacher-fronted 
situations 
Dutt .(1986) Desert Island, Sad  
Story 
Rulon & Adv/disadv of Negotiation ot meaning through 
M,??r�e,a�ry American teacher-fronted and group interaction 
(1986) Revolution 
Pica, Young & Assemble the Impact of interaction on 
二 默 scene comprehension 
Pica, Holliday, Sequence t h e D r a w the Discussion Comprehensible output  
Lewis & houses picture tasks 
Morgenthaler contribution to 
(1989) language 
learning 
Pica, Holliday, Sequence t h e “ D r a w the Discussion NS/NNS  
Lewis, houses picture tasks 
Berducci & contribution to Negotiation of meaning 
Newman language 
( 1 9 9 0 & 1 9 9 1 ) learning 
二 • 广 c t o ? a l / i w o - w a y Select a c a n d i d a t e D i s c u s s i o n : Negotiation ot meaning through 
(1996) interpretation information group tasks 
exchange on -Student 
structure of a problem 
credit course � 
Scenario role 
play: 
-Seeing a tutor 
-Doctoral 
research 
Foster (1998) Iwo-way n N S / N N S  
information 
exchange Negotiation of meaning 
Through group and dyad work 
Rhonda (1998) One-way vs “ NNS/NNS — 
two-way 
information Negotiation of meaning in child 
exchange interactions 
二 t C o u n n e V l 9 9 6 ' ^ ' ' ' ' ^ ^ ' a ' �二’ ！州：丛拽 p J ’ Holliday, L e w s , B e l d u c c i & N e w m L ’ 1990，1991; Poster, 1998; Rhonda, 
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Appendix C. Relationship between Sub-types of Interactivity-oriented Tasks 
and Task Features 
Task type *INF lOT l O T I N F requester-supplier Interaction Goal Outcome 
holder requester supplier relationship requirement orientation options 
Jigsaw X & Y X & Y X &Y 2 way (X to Y & Y t o + required +convergent 1 
X) 
Information gap X or Y X or Y X or Y 1 way > 2 way + required +convergent 1 
(X to Y / Y to X) 
Problem-solving X = Y X = Y X = Y 2 way > 1 way - required +convergent 1 
(X to Y / Y to X) 
Decision-making X = Y X = Y X = Y 2 way > 1 way - required +convergent 1 + 
(X to Y / Y to X) 
Opinion X = Y X = Y X = Y 2 w a y � 1 way - required -convergent 1+/ -
exchange (X to Y / Y to X)  
Note.~*INF-information: X/Y-Interactant relationship “ “ 
From Pica, Kanagy, & Falodim (1993) (p. 19). 
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Appendix D. Number of Male and Female Subjects in each Group 
Group 1 Group 2 Group 3 Group 4 Group 5 Group 6 
Number of 6 6 5 4 5 6 
Female 
Number of 2 2 3 2 3 2 
Male 
















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Appendix G. List of Interactivity-oriented Tasks, Accuracy-oriented Tasks 
and Fluency-oriented Tasks Investigated in the Present Study 
Interactivity-Oriented Tasks 
Day 1: Pictionary 
Day 2: Spot the Difference 
Day 2: Picture Sequence 
Day 2: Movie Discussion 
Day 3: Dear Lily Kan 
Day 3: Strip Dialogues 
Day 4: Detective 
Day 4: Building Family tree 
Day 4: Psychology Test 
Day 4: Class-monitor Election 
Day 4: Deduction Puzzle 
Day 4: Song Appreciation 
Day 4: Taboo 
Accuracy-Oriented Tasks 
Day 1: Rhyming Pairs 
Day 2: Sound Bingo 
Day 2: Minimal Pairs 
Fluency-oriented Tasks 
Day 1: Tongue Twisters 
Day 2: Verse Speaking 
Day 4: Pass the Message 
Integrated tasks 
Days 2, 3 & 4: Mini-research 
Day 3: What Comes Next? 
Day 5: Skit Performance 
157 
Appendix H. Instructions for the Tasks Investigated in this Study 
Accuracy-oriented Tasks 
1. Rhyming pairs 
A. This activity focuses on rhyming pairs. 
B. Pairs of word cards are needed. 
C. Shuffle all the cards and put them face down on the ground. The first player turns over and 
reads any two cards. Then the player has to identify the vowels of the words and 
pronounce them correctly. If the two words rhyme with each other, the player keeps them 
and takes another turn. If the cards do not match, the player puts them back in their original 
positions and puts them face down. Then the next player has a turn. 
D. Players continue until all the cards are matched. The player with the most cards at the end 
of the game wins. 
[Adapted from Karmel, J. (1994). 96 Games for Beginners in ESL Carlton. Vic.: Curriculum 
Corporation] 
2. Sound bingo 
A. Choose a vowel or consonant you would like the members to practise or revise. Prepare a list 
of words that contain the specific vowel (or consonant). 
B. Tell the members to draw a grid with nine small squares on a piece of paper. Ask the members 
to think of nine words which have the specific vowel (or consonant). Write the words in each 
square. 
C • The field commander (or leaders) will call the words in prepared list. The members must cross 
out the words they have put down if they hear them called. 
D. The first member to cross out consecutively all three items, either vertically, horizontally, or 
diagonally calls out "Bingo" and reads out each of the three words to support the claim. 
[Adapted from Blomberg, C. T. (2000, June 5). R/L Bingo, [on-line]. Available: 
http://www.eslcafe.coni/ideas/sefer.cgi?display:913435448-28935.txt] 
3. Minimal Pairs 
A. After the members have played several rounds, play a more challenging version. Instead of 
focusing on only one vowel (or consonant), minimal pairs can be used in this game. For 
example, play Bingo with R and L. Use pairs of words in which one has an R sound and one 
has an L. For example: river/liver rode/load red/led razor/laser fire/file whore/hole ... etc. 
B. The game can be used for some other areas of language learning. 
[Adapted from Blomberg, C. T. (2000, June 5). R/L Bingo, [on-line]. Available: 
http://www.eslcafe.com/ideas/sefer.cgi?display:913435448-28935.txt] 
Fluency-oriented Tasks 
1. Tongue twisters 
A. This activity emphasizes clear pronunciation as well as speed-reading. 
B. Refer members to the worksheet. Focus on one tongue twister at a time. Invite a member to 
read it out slowly and clearly. 
C. Highlight the problematic words that they might have. Stress that cleat pronunciation is 
essential. Give them the phonetics symbols if necessary. 
D. Go through the meaning of the tongue twister with the group by asking some content 
questions. 
E. Ask the group to determine its segments of meaning. Explain that these segments determine 
when they could have a pause. 
F. Give a demonstration. Get them to repeat after you. 
G. Allow them some time to practise on their own. Invite some members to present to the 
group. 
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H. Repeat the above steps for the other tongue twisters. 
[From Hung, J. H-W. (1996). An Innovative Approach to High School EFL Teacher Education and 
Development in Taiwan. Papers presented in the Conference on English teaching and 
Learning in the Republic of China. The Republic of China: Crane.] 
2. Verse speaking 
A. Refer members to the verses in the worksheet. 
B. In the first 20 minutes, each group should go over a minimum of three verses/lyrics. They 
should know the general meaning of the verses, the basic rhythm, and the "feel" of them. 
They don't have to memorize or perform anything at this point. 
C. The group then chooses a verse/lyric they would like to perform. The next 25 minutes 
should then be spent on practising a reading of the chosen verse/lyric dramatically. 
Members should pay attention to clear pronunciation, articulation, and expression. No 
music / tunes should be brought in. 
[From Hung, J. H-W. (1996). An Innovative Approach to High School EFL Teacher Education 
and Development in Taiwan. Papers presented in the 12出 Conference on English teaching 
and Learning in the Republic of China. The Republic of China: Crane.] 
3. Pass the Message 
A. Members in groups, sitting or standing in rows. 
B. A message, in the form of a sentence, is given to the first person of each row (i.e. each group) to 
pass down the line. 
C. Members must make sure that the sentence is not overheard by other groups. 
D. The last one of each row has to go to the Team Leader and read out the message. The first group 
that completes the task and reads the message correctly wins. 
E. The activity emphasizes first accuracy and then speed. 
[Adapted from Hung, J. H-W. & Senf, M. M. (1992). Improving oral English in the Hong 




A. Materials: paper, pens 
B. Groups are divided into 5 teams. A representative from each group comes to the front and is 
told a name of a famous figure (or an idiom). The representatives hurry back to their groups and 
try to communicate the message to the rest of the group through drawing. The first group 
correctly guesses the message gets a point. Other members have to ask the representatives 
questions to find out the answers. 
[Adapted from Hung, J. H-W. & Senf, M. M. (1992). Improving oral English in the Hong 
Kong context: A camp approach. New Horizons, 33, 104-109. Hong Kong: Hong Kong 
Teachers' Association.] 
2. Spot the difference 
A. Assign each pair of members a worksheet which has two similar but different pictures A and 
B. Ask the players, working in pairs, write down the differences between picture A and 
picture B. Set a five-minute time limit for them to do this. The pair with the most correct 
sentences is the winner. 
[Adapted from Granger, C. (1993). Play Games with English. Teacher's Resource Book. 
London: Heinemann] 
3. Picture sequence 
A. In this activity, members practise describing pictures about some stories and share information 
among members. 
B. Cut the cartoons into individual frames, one cartoon per group. They can be glued onto cards to 
make them last longer. For the first round, give each member of the group a picture. Without 
actually displaying their pictures to one another, students describe their contents and thereby try 
to discover the correct order of the story. 
C. When a group is very near the solution, the temptation to "peep" becomes very strong. The leader 
must be on the lookout for this, and forbid participants to look at each other's pictures before 
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the correct solution has been reached and checked. Each picture is coded with an alphabet. 
Ask the members to write the correct sequence of the alphabets on the worksheet provided. 
Leaders will then help to check whether the sequence is correct or not. If it is wrong, members 
have to try again until the correct sequence is made. 
D. Several different sets are prepared, as groups vary greatly in the time they take to finish. A 
group which finishes quickly can be given a fresh cartoon set to work on. 
E. The first group to finish all the given stories will be the winner. 
F. For the other rounds, divide the members into groups of four. Ask each group to work on 
one set of pictures and follow the rules as before. 
[Adapted from Ur, P. (1981). Discussions That Work. Cambridge: Cambridge University Press.] 
4. Movie & movie discussion 
A. In this section, members are to see a movie and a discussion on the movie will be conducted 
after the movie. 
B. Before the movie, members will be introduced to the outline of the movie by leaders and be 
given opportunities to read the questions to be discussed later, in order to familiarize 
themselves with the content of the discussion. 
[Materials written by Mak, S. H. Y.] 
5. Dear Lily Kan 
A. This week Lily Kan has received three letters (refer to the worksheet). Tell the members that 
they are going to write an advice column under the name o f " Lily Kan" for a newspaper. In 
this column, Lily Kan gives advice to young people who have written to her about their problems. 
She only has enough space in her column for one letter and one reply. Ask the group to decide 
which one will appear on the newspaper. But before they make their decision, they must read 
all the letters and think about the advice to the writers. 
B. For the first letter, leaders ask the members to close all their activity books. Then read aloud the 
first letter written by the Worried Sister to the members. This let them practise their listening 
skill. Discuss with the members the advice to the Worried Sister. 
C. For the second and the third letters, divide the members into groups of two or three. Ask them 
to read the letters by themselves and discuss the advice to the writers. Every group must go 
through all the letters. 
D. After the discussion, ask the members to share the advice that they make with other group 
members. 
E. Ask the members to choose one letter that will appear on the newspaper and gather all the advice 
from the group members. Members can note down the advice on a piece of paper, or draft a 
reply letter. Be prepared to share your group opinions with other groups. , 
[Adapted from Hung, J. H-W., Ho, A., & Mak, S. H.-Y. (1999). BNU English 
Workshop: Leaders' Book. Hong Kong: English Department, The Chinese University 
of Hong Kong. 
6. Strip dialogue 
A. This activity develops members' logical thinking ability and skills in discussion. It also 
enhances members' reading and listening abilities. 
B. Assign each pair of students a strip dialogue about a certain topic, e.g. dating. Tell them 
that the dialogue is in wrong order and they have to work in pairs to put it back into a logical 
sequence. 
C. After they have formed the complete dialogue, ask the members to read (and memorize the 
strips if possible) and perform a role-play in front of the other members. They may also 
dramatize it. 
D. After the role-play, other members have to discuss the questions provided in the worksheet. 
E. Another pair of members takes the turn to perform their dialogue. 
[Adapted from Sloan, S. (1991). The Complete ESL/EFL Cooperative & Communicative 
Activity Book (pp. 15-42). Lincolnwood, Illinois: National Textbook Company. 
7. Detective 
A. First round: Divide the group into two teams. Appoint team secretaries. 
B. Assign each team a picture about a robbery scene. Tell the members that a robbery 
happened in a museum shown in the picture. Their job is to help the detective solve the 
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puzzles by discussing with their team members. 
C. The team secretaries, helped by the rest of their team, write answers to the questions about 
the robbery. Set a five-minute time limit. The team with the most correct answers is the 
winner. 
D. Second round: Read out another puzzle situation: 
A car was being driven with no headlights. In front of the car a man was crossing the 
road. He was dressed completely in black. His back was turned so the driver 
couldn't see his face. There were no street lights yet the driver managed to brake 
and stop in time. What could be the explanation? 
E. Within a time limit (e.g. three minutes), the team secretaries, helped by the rest of their team, 
then have to write down as many possible as they can think of. The explanations can be 
imaginative, even fantastic, but they must be logically possible. For example: 
The man could have lit a cigarette. 
The man could have been smoking. 
The driver could have had very good night vision. 
There could have been a full moon. 
The driver could have wanted to stop anyway. 
The driver could have stopped by intuition. 
The man could have been singing very loudly. 
F. The two teams then read out their explanations. The team secretaries should cross out any 
duplicate explanations read out by the other team. At the end, the team with the most 
sentences left is the winner. Get the two teams to discuss whether the other team's 
explanations are logically possible. If nobody thought of it tell them that the "true" 
explanation: It happened in the middle of the day. 
[Adapted from Granger, C. (1993). Play Games with English. Teacher's Resource Book 3. 
London: Heinemann] 
8. Building family tree 
A. This activity helps members use their reading skills as well as their cognitive abilities. 
Members' discussion skills will also be enhanced through cooperative problem-solving. 
B. Distribute the following materials to each group: 
• One set of eight letters 
• One copy of the blank family tree 
C. Assign each member a letter. 
D- Tell the group to read the direction sheet and then studying their letters. If a group needs 
help getting started, tell the members to write everything they know for sure on the family 
tree. Although the student directions instruct the members not to show their letters to the 
other members of their group, use discretion in enforcing this rule. 
E. There is only one correct way to group the families. However, the order in which the 
members of one generation are listed may vary. 
[Adapted from Sloan, S. (1991). The Complete ESL/EFL Cooperative & Communicative 
Activity Book (pp. 145-156). Lincolnwood, Illinois: National Textbook Company. 
9. Psychology test 
A. This is a speaking activity in which members practise talking about people. 
C. Get them to read the passage in the worksheet or tell them the story. Ask them to make a list 
of the people, starting with the person they like most and ending with the person they like 
least. 
D. Get the group to take it in turns to explain their choice of preference. 
E. more able students, challenge them by asking questions like "Do you think H really loves 
F. When they finish the explanation, tell them each letter represents a word, implying what they 
value more in life. 
L = love M= money 
S= sex I = intellect 
C= convention H= home 
[Adapted from Frank, C , Rinvolucri, M.，& Berer, M. (1982). Challenge to Think. Oxford : 
Oxford University Press.] 
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10. Class monitor election 
A. This is a speaking activity in which members practice expressing opinions and negotiation 
skills. 
B. Refer members to the worksheet. Explain the situation to the group and follow the 
instructions in the worksheet. 
C. Tell the group that they must decide the person to be laid off. Stress that drawing lots or 
volunteering is not allowed. 
[Materials written by Mak, H. Y. S.] 
11. Deduction puzzle 
A. Refer members to the worksheet. Ask them to read the story carefully and try to solve the 
puzzle. 
B. Allow them some time to discuss for the solution. 
C. If they can't solve the puzzle, refer them to the questions at the bottom of page. The 
questions help guide them to the solution. 
[Adapted from Frank, C., Rinvolucri, M., & Berer, M. (1982). Challenge to Think. Oxford : 
Oxford University Press.] 
12. Songs appreciation 
A. Leaders can identify two to three songs that their members show interest in. 
B. Go through the lyrics of each song with the members. Introduce and explain the "difficult" 
words or phrases in the lyrics. Ask members to treat some of the lyrics as stories. Take 
for instance, Somewhere out there, and to appreciate the meanings and themes with them. 
Leaders then discuss with the members some content-based questions and open-ended 
questions related to the themes of the lyrics (see below). Refer to the worksheet for the 
lyrics (45 minutes). 
C. Each group chooses two to three lyrics, and group members individually practise reading the 
lyrics, paying special attention to the meanings, expressions, and articulation of the lyrics (15 
minutes). 
D. Leaders introduce the melody to the chosen lyrics only when members have adequately dealt 
with Stage C. Members practise singing them (10 minutes). 
E. The possible questions to be asked: 
Somewhere out there 
1. What is the relationship between "someone" and the speaker? How do you know it? 
2. What kind of situation are they in? How does the speaker perceive this? Is this an obstacle 
in their relationship? 
3 • Have you ever parted with your friends? How did you feel? 
4. Are you still keeping contact with them? If yes, how do you maintain the friendship? If no, 
what has made you lose contact with them? Do you regret for it? ， 
5. Do you think that friendship never lasts long when two friends are kept apart? 
6. What are your criteria of friends? 
I believe I can fly 
1. Why did the speaker first think that life was an "awful song"? 
2. What may be the possible causes that put the speaker "on the verge of breaking down" in the 
past? Can you imagine the situation(s) he was in? 
How does he think of life now? What makes him change his attitudes? Why? (If you 
^oidd like other people to have confidence in you, you have to be confident in yourself first.) 
4. What is the speaker's solution to overcoming this difficult situation? What can you tell from 
the speaker's experience? 
5. Have you ever had similar experience before? Or have you ever suffered from frustration? 
How did you go through it? 
The greatest love of all 
1. According to the song, what is the most important thing for our future? Why? 
2. How should we teach our children? 
3. What is "the greatest love of all," according to the speaker? Do you agree? 
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Try to remember 
1. How does the speaker perceive his childhood / past? Why? 
2. Why is the speaker's childhood unforgettable? 
3. What do you think of your childhood? Was there any unforgettable experience? 
4. Why does the speaker says, "without a hurt, the heart is hollow"? Life is still meaningless 
unless you have experienced the ups and downs.) Does it reflect the speaker's attitudes 
towards life? Do you agree with it? 
5. Have you ever experienced a difficult situation from which you leamt to grow up a little bit 
more? 
Beauty and the beast 
1. What is the story of Beauty and the beast? 
2. What makes them fall in love with each other? 
3. In reality, do you consider appearance an important element in choosing your lover? 
4. When compared with other love songs, do you like the lyrics of this song? Why? 
Heal the world 
1. In what way are we harming the world? 
2. In what can we heal the world? 
3. How can we make the world a better place? 
[Adapted from Hung, J. H-W. & Senf, M. M. (1992). Improving oral English in the Hong 
Kong context: A camp approach. New Horizons, 33, 104-109. Hong Kong: Hong Kong 
Teachers' Association.] 
13. Taboo 
A. This is an inter-group competition. The group that gets the highest points will win. 
B. Get a representative from each group to come up to the front of the room. Ask them to sit 
down, with their back facing the blackboard. 
C- First start with Group 1. Put one of the prepared expressions on the board. The group 
members have to describe the expression to the representative without mentioning any of the 
word. For example, if they see "Michael Jackson" on the board, they can say something like 
“the singer who sings Heal the World\ but not "the brother of Janet Jackson”. When 
members describe the expression, they cannot do any action or make any sound related to the 
expression. 
D. If the group members are not confident in describing the expression, they have the right to say 
“Pass,，and skip it. But the number of expressions for each group is limited to 30. 
E. When the representative can guess the answer, a point is given. 
F. When the correct guess is made, another student should be the representative to guess the 
next expression. 
G. Each team will be given ten minutes to guess as many expressions as possible. When the 
time is up or when group 1 finishes, group 2 starts. The group having the highest points will 
be the winner. 
[Adapted from Alcantara, W. (2000, June 2). Taboo [on-line]. Available: 




A. The objective of this task is to practise the language skills required in project work and 
discussion. 
B. Get the members into groups. Refer them to the project topics listed in the worksheet. Ask 
them to select a topic that they find interesting. Some groups may work on the same topic. 
C. Explain that some topics are rather broad and have to be narrowed down. For example, they 
might want to look at the impact of computers on modem family life, rather than its impact on 
business. Make sure that the study is focused and manageable. 
D. Ask them to put down their research objective (s), i.e. what they want to find out from the 
study. 
E. Get the group to start setting the questionnaire. Encourage them to set no more than 12 
questions, preferably "yes/no" or "multiple choice" questions. Remind them that these 
questions should be related to their research objectives. Spend about 40 minutes on this. 
F. When all the groups are ready with their questions, they can start interviewing members of the 
other groups. Interviewers should jot down the answers given by the interviewees. Each 
person should interview at least 4 people from different groups. Remind the members that 
they play the roles of both interviewers and interviewees. In other words, they are supposed 
to cooperate when others ask them questions. 
G. To encourage interaction among members, leaders should not be interviewed; instead, they 
should supervise the interview. The interview lasts no longer than 30 minutes. 
H. After the interview, each group starts compiling and interpreting the data. Spend 30 
minutes on this. 
I. Spend 40 minutes preparing for the presentation of findings. Members are encouraged to 
give recommendations based on the findings. 
J. The presentation should involve the participation of the whole group and should primarily 
language based. If required, simple visual aids can be used. Each presentation should last 
between 6 and 8 minutes. 
[From Hung, J. H-W. (1996). An Innovative Approach to High School EFL Teacher Education 
•d Development in Taiwan. Papers presented in the Conference on English 
teaching and Learning in the Republic of China. The Republic of China: Crane.] 
2. What comes next? 
A. The activity aims to provide a context for members to practise reading and creative-
storytelling. 
B. Get the members into pairs. Refer them to the worksheet. Ask them to select one situation 
to work on. Explain that the stories are not finished, they have to create an ending to them. 
C. Allow the group some time to practise on their own. Monitor and give help when necessary. 
D. Invite some pairs to present to the group. 
E. Ask the members to choose the best story and try to dramatize it. They may extends the 
story, such as introducing more characters, etc. Tell them that they are going to perform the 
story in front of other groups. 
[Adapted from Frank, C.’ Rinvolucri, M., & Berer，M. (1982). Challenge to Think. Oxford: 
Oxford University Press.] 
3. Skit Performance 
A. This is the last activity of the programme. Members are asked the perform a drama for their 
group. The drama should be either about friendship or members' reflection on the programme. 
[From Hung, J. H-W. (1996). An Innovative Approach to High School EFL Teacher Education 
and Development in Taiwan. Papers presented in the 12出 Conference on English teaching 
and Learning in the Republic of China. The Republic of China: Crane.] 
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Appendix 1. Routine and Questions for Pre- & Post-programme Interview 
The interviews first started with an introduction in which the interviewer 
would ask some polite social questions to put the interviewee at ease. Then the 
interviewer would raise one to three questions from each topic listed below to 
elicit a representative sample of the interviewee' speech for the interviewer to rate 
the interviewee's proficiency level in each aspect listed in the oral proficiency 
interview scheme (cf. Appendix Q). Follow-up questions and prompting would 
be followed to allow the interviewee to develop responses to the questions and to 
show his/her proficiency. The questions for each topic to be covered in each 
interview are listed below. 
Pre-programme interview 
I. Personal issues 
參 Can you tell me something about your summer holiday? 
• What would you like to do on Sunday if you are given a choice? 
• What do your classmates like to do outside the classroom? 
II. Learning English: 
• What do you hope to get from this camp? 
• In what ways may this English camp help you to improve your English? 
• Are you happy with the way English is taught in your school? Why? 
• What's the difference between studying in this school and your old school 
(junior high school)? Which one do you like more? Why? 
• H o w important do you think English is? Why? 
Post-programme interview 
I. Comments on the programme 
參 H o w do you think about this English camp? 
• What did you like (or dislike) in this camp? Which specific activity did 
you like best? Why? 
參 Has this camp helped you change the way you leam (/ improve your) English? 
If yes, how? Can you suggest some better ways to learn English? 
II. Learning English 
• How will you learn English in the future? 
參 What do you think about the way you learned English in this camp? 
• What do you think about the way you learned English in classroom? 
• Is there a difference between the way you learned English in the camp and 
that in the classroom? Which one would you prefer? Why? 
III. Others 
• What are your future plans after this English camp? 
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Appendix J. First Draft of the Pre- & Post-programme Interview Scheme 
Pre / Post Workshop 
Guides for evaluating participants' speech performance 
Group: Name: (English) (Chinese) 
ACCURACY 
Accent 
1. Pronunciation frequently unintelligible. 
2. Frequent gross errors and a very heavy accent make understanding difficult, require 
frequent repetition. 
3. "Foreign accent" requires concentrated listening and mispronunciations lead to 
occasional misunderstanding and apparent errors in grammar or vocabulary. 
4. Marked "foreign accent" and occasional mispronunciations that do not interfere with 
understanding. 
5. No conspicuous mispronunciations, but would not be taken for native speaker. 
Articulation / Pronunciation 
1. Pronunciation frequency unintelligible. 
2. Frequent gross errors in pronunciation. 
3. Apparent errors in pronunciation that affect understanding. 
4. Occasional mispronunciations that do not interfere with understanding. 
5. No conspicuous mispronunciations. 
Stress 
1. Negligence of stresses. 
2. Monotonous pronunciations with the same stress in every syllable. 
3. Occasional but inappropriate stresses. 
4. Consistent but inappropriate stresses. 
5. Most of the stresses are correct. 
FLUENCY 
1 • Speech is so halting and fragmentary that conversation is virtually impossible. 
2. Speech is very slow and uneven except for short or routine sentences. 
3. Speech is frequently hesitant and jerky; sentences may be left uncompleted. 
4. Speech is occasionally hesitant, with some unevenness caused by rephrasing and 
grouping of words. 
5. Speech is effortless and smooth, but perceptibly non-native in speed and evenness. 
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INTERACTIVITY 
Effort to communicate 
1. Participant withdraws into long periods of silence, without any apparent effort to 
complete the task. 
2. Participant makes little effort to communicate, what he does do is "half-hearted," 
without any enthusiasm. 
3. Participant makes some effort to communicate, but still shows a rathe 
"disinterested" attitude. 
4. Participant makes a real effort to communicate and uses some non-verbal resource 
such as gestures. 
5. Participant makes a special (unusually high) effort to communicate both verbally and 
non-verbally, to express himself or herself. 
Amount of communication 
1. Virtually no information was conveyed by the participant. 
2. Very little information was conveyed by the participant. 
3. Some information was conveyed by the participant. 
4. Most information was conveyed by the participant. 
5. All information was conveyed by the participant. 
Appropriate response 
1. No response from the participant. 
2. Occasional responses with just a few words, e.g. yes, no, I don't know. 
3. Most of the responses are relevant to subject matter of the interview. But, the 
responses are pragmatically inappropriate. 
4. Reasonable responses with occasional inappropriateness. 
5. Giving most responses appropriately as native speakers do. 
[Adapted from Long, M. H. & Richards, J. C. (1987).] 
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Appendix K. Pre-programme Questionnaire 
Pre-programme Questionnaire 
Name: (English) (Chinese) G r o u p : — 
Have you ever taken this kind of English workshop before? Please specify: 
No. of times: Never Once/twice A few Many times 
Duration: times 
1. My level of English is: 
Very low (1) L o w ( l ) Intermediate (3) High (4) Very high (5) 
Not at all Very (much) • 
2. I like to speak and use English. 1 2 3 4 5 
3. Spoken English is difficult for me. 1 2 3 4 5 
4. I am willing to try and use English in class. 1 2 3 4 5 
5. I feel confident when talking to foreigners in English. 1 2 3 4 5 
6. I feel confident when using English with my 1 2 3 4 5 
classmates. 
7. What do you hope to get from this English workshop? 
[Adapted from Hung, J. H-W. (1996).] 
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Appendix L. Post-programme Questionnaire 
Post-programme Questionnaire 
Name: (English) (Chinese) Group: 
Not at all p- Very (much) 
After the English programme (Questions 1-6), 
1 • I am willing to speak and use English more. 1 2 3 4 5 
2. I am confidence in speaking English. 1 2 3 4 5 
3. I am willing to talk to my classmates in English. 1 2 3 4 5 
4. I now feel confident to speak to foreigners in English. 1 2 3 4 5 
5. I now feel confident when talking to people I don't know 1 2 3 4 5 
in English. 
6. This programme increased my confidence in using / 1 2 3 4 5 
speaking English. 
7. My present level of oral English proficiency is 
Very low (1) Low (1) Intermediate (3) High (4) Very High (5) 
8. My overall rating on the effectiveness of this programme is: 
100 90 80 70 60 50 40 30 20 10 0 
9. Please list the most effective task that could improve: 
(i) my pronunciation / articulation 
(ii) my accent 
(iii) my use of stress pattern 
(iv) my fluency 
Please also give the reason(s) for your choice in the following table. 
r ~ N a m e of the most effective task Reason(s) 
Pronunciation  
Intonation  
Use of stress  
Fluency  
10. The most effective task that could improve my interactivity and the reasons are: 
[Adapted from Hung, J. H-W. (1996).] 
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Appendix M . Evaluation form for Subjects' Evaluation of Individual Tasks 
Members' evaluation on specific tasks 
Task: Group: Name: 
Highly Slightly No Slightly Highly 
Disagree Disagree comment Agree Agree 
1. This task helped improve my pronunciations /articulation. 1 2 3 4 5 
2. This task helped improve my accent. 1 2 3 4 5 
3. This task helped improve the stress of my speech. 1 2 3 4 5 
4. This task helped improve my English fluency. 1 2 3 4 5 
5. I found it easy to express myself in this task. 1 2 3 4 5 
6. I did my best to speak up and exchange ideas with other 1 2 3 4 5 
members in this task. 
7. This task enabled me to speak up and exchange a lot of ideas 1 2 3 4 5 
with other members. 
8. I often exchanged ideas with other members during the task. 1 2 3 4 5 
9. I spoke a lot in this task. 1 2 3 4 5 
10. I could give suitable responses to others. 1 2 3 4 5 
11. This task is helpful in improving my interactivity. 1 2 3 4 5 
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Appendix N. Evaluation Form for Subjects' Evaluation of “Dear Lily Kan" 
Members' evaluation on specific tasks 
Day 3: Dear Lily Kan Group: Name:  
Highly Slightly No Slightly Highly 
Disagree Disagree comment Agree Agree 
1. This task helped improve my pronunciations /articulation. 1 2 3 4 5 
2. This task helped improve my accent. 1 2 3 4 5 
3. This task helped improve the stress of my speech. 1 2 3 4 5 
4. This task helped improve my English fluency. 1 2 3 4 5 
5. In the letter "Worried Sister," I found it easy to express 1 2 3 4 5 
myself. 
6. In the letter "Thin-inside, " I found it easy to express myself. 1 2 3 4 5 
7. In the letter "Lost-in-love," I found it easy to express myself. 1 2 3 4 5 
8. I did my best to speak up and exchange ideas with other 1 2 3 4 5 
members in this task. 
9. This task enabled me to speak up and exchange a lot of ideas 1 2 3 4 5 
with other members. 
10. I exchanged ideas with other members a lot in this task. 1 2 3 4 5 
11. I spoke a lot in this task 1 2 3 4 5 
12. I could give suitable responses to others. 1 2 3 4 5 
13. This task is helpful in improving my interactivity. 1 2 3 4 5 
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Appendix O. Subjects' Reflective Journal 
Reflection on the Non-formal Immersion Programme 
Instructions: 
Participants are to write a short essay in Chinese about this workshop. 
Please include your comments and examples on the following areas: 
1. Providing an English speaking environment in the workshop. 
2. Your overall performance in the workshop. 
3. The way(s) the workshop influenced your oral English fluency. 
4. The way(s) the workshop influenced your oral English accuracy 
5. (ie. Intonation, pronunciation and stress). 
6. The way(s) the workshop influenced your oral English interactivity. 
7. The way(s) the workshop influenced your oral English confidence in 
speaking English. 
8. The workshop's influence on your creativity. 
9. Did this workshop help you to acquire better vocabulary, grammar 
and oral presentations? 
10. Other comments. 
[Adapted from Hung, J. H-W. (1996).] 
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Appendix P. Programme Schedule 
Programme 
One day before the programme Participants' registration and pre-workshop interview 
D a y 1 Opening ceremony 
8:30-9:00 
9:00-9:10 Break 
9:10-10:10 Getting to know you: 









11:30-12:00 Group cheers preparation I 
12:00-2:00 Lunch 
2:00-2:55 Group cheers preparation II 
2:55-3:25 Group cheers presentation 
3:25-3:40 Break 
3:40-4:30 Pronunciation I: 
Card games: rhyming pairs 
Tongue twisters 
4:30-4:45 Break 
4:45-6:00 Party games I: 
1. Pictionary 
2. Top of the world 
3. Song & Dance 
Day 2 
8:30-8:50 Morning exercise 
Here we go lobby loo 
8:50-9:10 Miming & Storytelling: 
8:50-9:15 Spot the difference 
9:15-10:00 Picture sequence 
10:00-10:15 Break 
10:15-11:15 Pronunciation II: 
Bingo 
11:15-12:00 Verse speaking 
12:00-2:00 Lunch and nap 
2:00-2:30 Verse speaking presentation 





5:30-6:00 Movie discussion 
Day 3 
8:30-8:50 Morning exercise 
Simon says 
8:50-10:10 Dear Lily Kan 
10:10-10:25 Break 
10:25-11:10 Strip dialogues 
11:10-12:00 What comes next? I 
12:00-2:00 Lunch and nap 
2:00-2:50 What comes next? II 
2:50-3:15 Brainteaser I 
Detective 
3:15-4:15 Building family tree 
4:00-4:15 Break 
4:15-6:00 Mini research preparation II: 
Interviewing, data collection & 
drawing charts  
Day 4 
8:30-8:50 Morning exercise 
Seven steps 
8:50-9:05 Mini research final rehearsal 
9:05-9:45 Mini research presentation 
9:45-10:00 Break 
10:00-12:00 Brainteaser II 
Psychology test 
Moral issue: Laying-off 
Deduction puzzle 
12:00-2:00 Lunch and nap 
2:00-3:15 Song Appreciation 
3:15-3:30 Break 
3:30-4:30 Party-games II 
Pass the message 
Taboo 
4:30-4:40 Break 
4:40-6:00 Preparation for skit performance I 
Day 5 
8:30-10:30 Preparation for skit performance II 
10:30-11:10 Presentation for skit performance 
11:10-11:30 Rounding off 
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Appendix Q. Revised Pre- & Post-programme Interview Scheme 
Pre / Post Workshop 
Guides for evaluating participants' speech performance 
Group: Name: (English) (Chinese)  
ACCURACY 
Accent 
1. Pronunciation frequently unintelligible. 
2. Frequent gross errors and a very heavy accent make understanding difficult, require 
frequent repetition. 
3. "Foreign accent” requires concentrated listening and mispronunciations lead to 
occasional misunderstanding and apparent errors in grammar or vocabulary. 
4. Marked "foreign accent" and occasional mispronunciations that do not interfere with 
understanding. 
5. No conspicuous mispronunciations, but would not be taken for native speaker. 
Articulation / Pronunciation 
1. Pronunciation frequency unintelligible. 
2. Frequent gross errors in pronunciation. 
3. Apparent errors in pronunciation that affect understanding. 
4. Occasional mispronunciations that do not interfere with understanding. 
5. No conspicuous mispronunciations, but would not be taken for native speaker. 
Stress 
1. Negligence of stresses. 
2. Monotonous pronunciations with the same stress in every syllable. 
3. Occasional but inappropriate stresses. 
4. Consistent but inappropriate stresses. 
5. Most of the stresses are correct, but would not be taken for native speaker. 
FLUENCY 
1. Speech is so halting and fragmentary that conversation is virtually impossible. 
2. Speech is very slow and uneven except for short or routine sentences. 
3. Speech is frequently hesitant and jerky; sentences may be left uncompleted. 
4. Speech is occasionally hesitant, with some unevenness caused by rephrasing and 
grouping for words. 
5. Speech is effortless and smooth, but perceptibly non-native in speed and evenness. 
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INTERACTIVITY 
Effort to communicate 
1. Participant withdraws into long periods of silence, without any apparent effort to 
complete the task. ,, 
2. Participant makes little effort to communicate, what he does do is "half-hearted," 
without any enthusiasm. 
3. Participant makes some effort to communicate, but still shows a rathe 
"disinterested" attitude. 
4. Participant makes a real effort to communicate and uses some non-verbal resource 
such as gestures. 
5. Participant makes a special (unusually high) effort to communicate both verbally and 
non-verbally, to express himself or herself. 
Amount of communication 
1. Virtually no information was conveyed by the participant. 
2. Very little information was conveyed by the participant. 
3. Some information was conveyed by the participant. 
4. Most information was conveyed by the participant. 
5. All information was conveyed by the participant. 
Appropriate response 
1. No response from the participant. 
2. Occasional responses with just a few words, e.g. yes, no, I don't know. 
3. Most of the responses are relevant to subject matter of the interview. But, the 
responses are pragmatically inappropriate. 
4. Reasonable responses with occasional inappropriateness. 
5. Giving most responses appropriately as native speakers do. 
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Appendix R. Chinese Version of Pre-programme Questionnaire 
「英語夏令營」營前問卷 
姓名：(中文) (英文) 組別:__： 
(1)你是否曾經參加過類似的英語夏令營？ 
•沒有 
•有 請列明次數： 次 
⑵你對自己講英語的能力評價是： 
•優 •良 •一般 •尙可 •較差 
(3)你十分願意多說英語° 
•十分同意 •同意 •無意見 •不大同意 •極不同意 
(4)講英語對你來說是否困難？ 
•十分容易 •容易 •無意見 •較困難 •十分難 
(5)你是否願意跟同學在課堂內、外用英語交談。 
•十分願意 •願意 •無意見 •不大願意口極不願意 
(6)請自我評價你跟外國人講英語時的信心。 
•充滿信心 •有信心 •無意見 •不太有信心 •沒有信心 
(7)你希望從這次英語夏令營中得到什麼？ 
[Adapted from Hung, J. H-W. (1996).] 
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Appendix S. Chinese Version of Post-programme Questionnaire 
「英語夏令營」營後問卷 
姓名：(中文) (英文) 組別: 
參加了這個「英語夏令營」後： 
(1)你十分願意多講英語° 
•十分同意 •同意 •無意見 不大同意 •極不同意 
(2)我對講英語充滿信心。 
•十分同意 •同意 •無意見 •不大同意 極不同意 
(3)我十分願意嘗試跟同學在課室內外用英語交談。 
•十分同意 •同意 •無意見 •不大同意 •極不同意 
(4)我現在十分有信心用英語與外國人交談。 
•十分同意 •同意 •無意見 •不大同意 •極不同意 
(5)我現在十分有信心用英語與陌生人交談。 
•十分同意 •同意 •無意見 •不大同意 •極不同意 
(6)這個英語夏令營增強了我對講英語的信心。 
•十分同意 •同意 •無意見 •不大同意 •極不同意 
(7)我對自己講英語的能力的評價是： 
•優 •良 •一般 •尙可 •較差 
(8)我對這英語夏令營的評分是(請劃圈） 














[Adapted from Hung, J. H-W. (1996).] 
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Appendix T. Chinese Version of Evaluation Form for Individual Tasks 
學員對個別活動的評估 活動名稱: Day: 一 
姓名：(中文) (英文)__ 組別: 
十分同意同意無意見不大同意極不同意 
這個活動幫助改善我的英語 
1 . 發 音 1 2 3 4 5 
語調 1 2 3 4 5 
3 . 重 音 1 2 3 4 5 
4.流利度 1 2 3 4 5 
在這個活動中（5-6)= 
5.我感到用英語表達自己的意思非常容易� 1 2 3 4 5 
6.我能夠用英語適當地回答他人� 1 2 3 4 5 
在說英語方面（7-8)= 
7.我H盡我所能多說英語� 1 2 3 4 5 
8.我實際上說了很多英語� 1 2 3 4 5 
在與其他組員交流意見方面（9-10): 
9.我已盡我所能° 1 2 3 4 5 
10.我實際上與組員交流了很多意見� 1 2 3 4 5 
11.這個活動能夠訓練我多用英語與他人交流 1 2 3 4 5 
意見。 
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Appendix U. Chinese Version of Evaluation Form for "Dear Lily Kan" 
學員對個別活動的評估 活動名稱：Dear Lily Kan D a y : 一 
姓名：(中文) (英文) 組別: 
十分同意同意無意見不大同意極不同意 
這個活動幫助改善我的英語： 
1 . 發 音 1 2 3 4 5 
2 - 語 調 1 2 3 4 5 
3 . 重 音 1 2 3 4 5 
4 : 流 利 度 1 2 3 4 5 
在這個活動中•• 
5. 在討論"Worried Sister" 一信時，我感到非常 1 2 3 4 5 
容易用英語表達自己的意思° 
6. 在討論"Thin-Inside" 一信時，我感到非常容 1 2 3 4 5 
易用英語表達自己的意思。 
1, 在討論"Lost-in-Love" —信時，我感到非常 1 2 3 4 5 
容易用英語表達自己的意思。 
8 .我能夠用英語適當地回答他人� 1 2 3 4 5 
在說英語方面= 
9 .我已盡我所能多說英語 1 2 3 4 5 
在與其他組員交流意見方面： 
1 0 .我已盡我所能� 1 2 3 4 5 
11 .我實際上與組員交流了很多意見� 1 2 3 4 5 
12.這個活動能夠訓練我用英語與他人交流意見。 1 2 3 4 5 
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(二）你在這英語夏令營的整 a s m ,請舉例說明。 
(三）棍高璺員的英語口語流利程度 ( f luency)� 
(四）棍高璺昌的革語•語(如語調，發音，重音方面)的準確性(intonation, pronunciation 
and s t ress )，請舉例說明° 
(五）棍高璺_渾用英語口語交流意見的能力(Interact ivi ty)，請舉例說明° 
(六）增加學員使用英語口語的ffl^t ° . 
(七）發展學員的 M M能力。 
(八）學習英語生詞 ( v o c a b u l a r y ) ,想 ( g r a m m a r )及口語表達 ( o r a l p r e s e n t a t i o n ) � 
(九）其他意見（可加紙張） 
[Adapted from Hung, J. H-W. (1996).] 
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Appendix W. Descriptive Statistics on the Pre- and the Post-Programme 
Interview 
Pre-programme Interview 
Score N Minimum M a x i m u m M e a n Std. Deviation 
Overall Accuracy Z33 4：^ 3：535 ^ 
Accent 24 2.0 4.0 3.625 .594 
Pronunciation 24 2.0 4.0 3.542 .706 
Stress 24 2.0 4.0 3.437 .613 
Overall Fluency 24 1.0 4.5 3.042 .859 
Overall Interactivity 24 1.33 4.67 3.521 .800 
Effort to communicate 24 1.0 4.5 3.792 .806 
Amount of communication 24 1.0 5.0 3.396 .921 
Appropriateness in response 24 2.0 5.0 3.375 .863 
Valid N(listwise) 24 
Note. N = Number of subjects taken in both the pre- and the post- programme interview 
Higher the score, higher the oral proficiency is shown.  
Post-programme Interview 
Score N M i n i m u m M a x i m u m M e a n Std. Deviation 
Accuracy 24 3.813 335 
Accent 24 3.0 5.0 3.833 .458 
Pronunciation 24 3.0 5.0 3.833 .545 
Stress 24 3.0 5.0 3.771 .551 
Fluency 24 3.0 4.5 3.771 .510 
Interactivity 24 3.00 4.5 3.813 .435 
Effort to communicate 24 3.0 5.0 4.187 .438 
Amount of communication 24 3.0 5.0 3.938 .595 
Appropriate response 24 3.0 5.0 3.896 .571 
Valid N (listwise) 24 
Note. N = Number of subjects taken in both the pre- and the post- programme interview. 
Higher the score, higher the oral proficiency is shown. 
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Appendix X. Paired-Samples T-Tests on the Three Components of 
"Accuracy" (‘‘Accent’，，"Pronunciation" and "Stress") in the Pre- and the Post-
programme Interview  
‘ Paired Differences t d f S i g . (2-
tailed) 
Post vs. Pre- Mean ^ Std. Error 95% Confidence 
programme scores Deviation Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Accent .208 .487 9.944E-02 2.626E-03 .414 2.095 23 .047 
Pair 2 Pronunciation .292 .440 8.987E-02 .106 .478 3.245 23 .004 
Pair 3 Stress .333 .458 9.357E-02 .140 .527 3.562 23 .002 
Pair 4 Accuracy .2778 .3498 7.141E-02 .1301 .4255 3.890 23 .001 
Note. Mean 二 Mean of differences between scores in the pre- and the post- programme 
interview. 
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Appendix Y. Paired-Samples T-Tests on the Three Components of 
"Interactivity" (Effort to Communicate, Amount of Communication and 
Appropriateness in response) in the Pre- and the Post-programme Interview 
— Paired Differences t df Sig. (2-
tailed) 
Post vs. Pre- programme Mean ^ Std. 95% Confidence Interval 
scores Deviation Error of the Difference 
Mean 
Lower Upper 
Pair 1 Effort to .396 .707 .144 9.738E-02 .694 2.744 23 .012 
communicate 
Pair 2 Amount of .542 .624 .127 .278 .805 4.252 23 .000 
communication 
Pair 3 Appropriateness .521 .580 .118 .276 .766 4.399 23 .000 
in response 
Pair 4 Overall .4861 .5106 .1042 .2705 .7017 4.664 23 .000 
Interactivity 
Note. Mean = Mean of differences between scores in the pre- and the post- programme interview. 
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Appendix Z. Paired-Samples T-Test on "Fluency" in the Pre- and the Post 
Programme Interview  
‘ Paired Differences ‘ t d f S i g . (2-
tailed) 
Post vs. Pre- Mean ^ Std. Error 95% Confidence 
programme scores Deviation Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Fluency .7292 .6753 .1379 .4440 1.0143 5.290 23 .000 
Note. Mean = Mean of differences between scores in the pre- and the post- programme 
interview. 
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Appendix AA. Descriptive Statistics on the Pre- and the Post-programme 
Questionnaire  
‘ S c ^ N M i n i m u m Maximum Mean Std. Deviation 
Willingness to speak Eng 47 ^ ^ 4.596 ^ 
‘ (POSTl) 
Confidence in speaking Eng in class 47 3.00 5.00 4.362 .735 
(POSTS) 
Confidence in speaking Eng with foreigners 47 2.00 5.00 3.745 .765 
(POST5) 
Self-evaluation of oral proficiency 47 2.00 5.00 3.511 .748 
(POST7) 
Overall rating on the programme 47 60 100 86.81 8.87 
(POSTS) 
Self-evaluation of oral proficiency 48 1.00 4.00 2.667 .724 
(PRE2) 
Willingness to speak Eng 48 3.00 5.00 4.042 .874 
(PRE3) 
Difficulty of speaking English 48 1.00 5.00 2.729 .792 
(PRE4) 
Confidence in speaking Eng in class 48 2.00 5.00 3.563 .873 
(PRE5) 
Confidence in speaking Eng with foreigners 48 1.00 5.00 2.562 .920 
(PRE7) 
N=47 
Note. N = Number of subjects taken in both the pre- and the post- programme in te rv iew.The 
lower the mean scores, more positive the results are. 
One subject was absent for the post-programme questionnaire 
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Appendix BB. Paired-Samples T- Tests on Subjects' Self-evaluation of Oral 
Proficiency, their Language Attitudes and Behaviour in Pre- and Post-programme 
Questionnaire  
‘ Paired Differences t df Sig. (2-
tailed) 
“ M ^ S t d Std ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Oral proficiency .851 .955 .140 .571 1.132 6.109 46 .000 
(POST? _ PRE2) 
Pair 2 Willingness to .553 .717 .105 .343 .764 5.293 46 .000 
speak Eng 
(POSTl - PRE3) 
Pair 3 Confidence in .809 .992 .145 .518 1.100 5.587 46 .000 
speaking Eng in 
class 
(P0ST3 - PRE5) 
Pair 4 Confidence in 1.192 .992 .145 .900 1.483 8.233 46 .000 
speaking Eng 
with foreigners 
(P0ST5 - PRE7) 
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Appendix CC. Descriptive Statistics on "Pronunciation", “Accent，’，"Stress" 
Rating-Scores for Accuracy-oriented Tasks 
減es N Minimum Maximum Mean Std. Deviation 
Tasks “ — - — 
Pronunciation 
# Sound Bingo 47 1 4 1.468 .654 
# Rhyming Pairs 47 1 5 1.596 .825 
0 Minimal Pairs 48 1 5 1.458 .824 
Average Pronunciation 48 1.00 3.00 1.500 .519 
Accent 
# Sound Bingo 47 1 4 2.681 1.02 
# Rhyming Pairs 47 1 5 2.596 1.19 
# Minimal Pairs 48 1 5 2.458 1.01 
Average Accent 48 1.00 4.33 2.743 .7726 
Stress 
# Sound Bingo 47 1 4 2.702 .98 
# Rhyming Pairs 47 1 5 2.809 1.12 
0 Minimal Pairs 48 1 5 2.750 .98 
Average Stress 48 1.00 4.00 2.569 .7809 
Accuracy (Pronunciation， 
Accent & Stress) 
# Sound Bingo 47 1.00 4.00 2.284 .684 
# Rhyming Pairs 47 1.00 4.00 2.333 .840 
# Minimal Pairs 48 1.00 5.00 2.222 .779 
Accuracy 48 1.00 3.44 2.271 .577 
Note. N = Number of subjects taken in both the post-task evaluation. 
Higher the score, higher the oral proficiency is shown. 
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Appendix DD. Descriptive Statistics on "Pronunciation", "Accent", "Stress" 
Rating-Scores for Fluency-oriented Tasks  
〜__________ scores N Minimum Maximum Mean Std. Deviation 
Tasks — 
Pronunciation 
# Pass the Message 47 1 4 2.021 .872 
# Tongue Twisters 47 1 4 1.745 .706 
# Verse Speaking 47 1 4 2.064 .791 
Average Pronunciation 48 1.00 3.00 1.958 .508 
Accent 
# Pass the Message 47 1 4 2.787 1.02 
# Tongue Twisters 47 1 4 2.511 1.02 
# Verse Speaking 47 1 4 2.255 .91 
Average Accent 4 8 1.00 4 . 0 0 2.528 . 6973 
Stress 
# Pass the Message 47 1 5 2.872 1.076 
# Tongue Twisters 47 1 5 2.702 1.082 
# Verse Speaking 46 1 5 2.435 1.025 
Average Stress 48 1.33 5.00 2.681 .704 
Accuracy (Pronunciation， 
Accent & Stress) 
# Pass the Message 47 1.00 4.00 2.560 .837 
# Tongue Twisters 47 1.00 4.00 2.319 .695 
# Verse Speaking 47 1.00 4.00 2.248 .191 
Accuracy 48 1.22 3.67 2.387 .521 
Note. N = Number of subjects taken in both the post-task evaluation. 
Higher the score, higher the oral proficiency is shown. 
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Appendix EE. Descriptive Statistics on "Pronunciation", “Accent”，"Stress" 
Rating-Scores for Interactivity-oriented Tasks  
" ——N Minimum Maximum Mean Std. Deviation 
Tasks — 
Pronunciation 
48 1.00 4.00 2.594 .816 
1 Jigsaw 
# Family Tree 48 1.00 4.00 2.646 .934 
# Picture Sequence 47 1.00 4.00 2.553 .974 
48 1.50 4.00 2.917 .663 
2. Information-gap … 
# Pictionary 47 2.00 5.00 3.574 .921 
0 Taboo 47 1.00 4.00 2.255 .765 
47 1.00 4.00 2.415 .796 
3. Decision-making 
# Class monitor Election 47 1.00 4.00 2.340 .841 
# Psychology Test 47 1.00 4.00 2.489 .930 
4. Problem-solving 
0 Deduction puzzle 47 1.00 4.00 2.532 .929 
# Detective 48 1.00 4.00 2.646 .978 
# Spot the dijference 46 1.00 5.00 2.609 1.125 
# Strip dialogue 48 1.00 4.00 2.083 .942 
48 1.00 3.67 2.253 .551 
5. Opinion-making 
# Dear Lily Kan 48 1.00 4.00 2.125 .761 
# Movie Discussion 47 1.00 5.00 2.447 .951 
# Song Appreciation 46 1.00 4.00 2.196 .910 
Average Pronunciation 48 1.38 3.67 2.545 .495 
Accent 
48 1.00 4.00 2.948 .827 
1. Jigsaw 
# Family Tree 48 1.00 5.00 2.979 .956 
0 Picture Sequence 47 1.00 4.00 2.915 .952 
48 1.50 4.50 3.240 .715 
2. Information-gap 
# Pictionary 47 2.00 5.00 3.596 .925 
# Taboo 47 1.00 4.00 2.894 .983 
3. Decision-making 
# Class monitor Election 47 1.00 5.00 2.915 .996 
# Psychology Test 47 1.00 4.00 2.894 .890 
48 1.00 4.00 2.825 .705 
4. Problem-solving 
# Deduction puzzle 47 1.00 4.00 2.979 .897 
# Detective 48 1.00 4.00 3.000 .989 
# Spot the difference 46 1.00 5.00 3.087 1.029 
# Strip dialogue 48 1.00 4.00 2.271 .869 
48 1.000 4.000 2.615 .734 
5. Opinion-making 
# Dear Lily Kan 48 1.00 4.00 2.625 .789 
# Movie Discussion 47 1.00 4.00 2.596 1.035 
# Song Appreciation 46 1.00 4.00 2.630 1.040 
Average Accent 48 1.35 3.93 2.906 .633 
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Stress 
48 1.50 4.00 3.125 .775 
1. Jigsaw 
# Family Tree 48 1.00 5.00 3.146 .850 
# Picture Sequence 47 1.00 4.00 3.085 .905 
, 48 2.00 4.50 3.333 .679 
2. Information-gap 
# Pictionary 47 2.00 5.00 3.660 .891 
# Taboo 47 1.00 4.00 3.000 .933 
47 1.00 4.00 3.032 .747 
3. Decision-making 
眷 Class monitor Election 47 1.00 4.00 3.000 .956 
# Psychology Test 47 1.00 5.00 3.064 .895 
48 1.50 4.25 3.104 .732 
4. Problem-solving 
# Deduction puzzle 47 1.00 4.00 3.170 .842 
# Detective 48 1.00 4.00 3.250 .887 
0 Spot the difference 46 1.00 5.00 3.326 .920 
# Strip dialogue 48 1.00 5.00 2.688 1.075 
48 1.67 4.00 2.934 .732 
5. Opinion-making 
0 Dear Lily Kan 48 1.00 5.00 2.896 .881 
# Movie Discussion 47 1.00 5.00 2.936 .942 
# Song Appreciation 46 1.00 5.00 2.978 1.022 
Average Stress 48 1.70 4.00 3.106 .617 
Accuracy (Pronunciation， 
Accent & Stress) 
48 1.33 4.00 2.889 .740 
1. Jigsaw 
# Family Tree 48 1.00 4.33 2.924 .826 
# Picture Sequence 47 1.00 4.00 2.851 .839 
48 1.67 4.17 3.163 .621 
2. Information-gap 
# Pictionary 47 2.00 5.00 3.610 .869 
# Taboo 47 1.00 4.00 2.716 .768 
47 1.50 4.00 2.784 .690 
3. Decision-making 
# Class monitor Election 47 1.00 4.00 2.752 .809 
# Psychology Test 47 1.00 4.00 2.816 .770 
48 1.25 4.00 2.777 .650 
4. Problem-solving 
# Deduction puzzle 40 1.00 4.00 2.775 .779 
# Detective 48 1.00 4.00 2.965 .848 
# Spot the difference 46 1.00 5.00 3.007 .901 
# Strip dialogue 41 1.00 4.00 2.203 .726 
48 1.22 3.67 2.601 .579 
5. Opinion-making 
# Dear Lily Kan 48 1.00 4.00 2.549 .679 
# Movie Discussion 47 1.00 4.00 2.660 .838 
0 Song Appreciation 46 1.00 4.00 2.601 .868 
Overall Accuracy (1-5) 48 1.51 3.87 2.843 .543 
Note. N = Number of subjects taken in both the post-task evaluation. 
Higher the score, higher the oral proficiency is shown. 
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Appendix FF. Descriptive Statistics on "Pronunciation", “Accent，，"Stress" 
Rating-Score for Integrated Tasks  
— — i^cores N Miiiimum Maximum Mean Std. Deviation 
Tasks “ — — 
Pronunciation 
# What Comes Next? 48 1.00 4.00 2.250 .887 
# Mini-research 47 1.00 4.00 2.149 .834 
0Skit Performance 47 1.00 4.00 2.064 .791 
Average Pronunciation 48 1.00 4.00 2.160 .637 
Accent 
# What Comes Next? 48 1.00 4.00 2.375 .866 
# Mini-research 47 1.00 4.00 2.638 .919 
•Skit Performance 47 1.00 4.00 2.170 .868 
Average Accent 48 1.00 4.00 2.389 .640 
Stress 
# What Comes Next? 48 1.00 5.00 2.792 .967 
0 Mini-research 47 1.00 5.00 2.936 .987 
•Skit Performance 47 1.00 4.00 2.617 .898 
Average Stress 48 1.33 4.67 2.781 .782 
Accuracy (Pronunciation， 
(iccctit & stress) 
0 What Comes Next? 47 1.00 4.00 2.574 .804 
# Mini-research 48 1.00 4.33 2.472 .759 
0Skit Performance 47 1.00 4.00 2.284 .745 
Accuracy 48 1.11 4.00 2.443 .606 
Note. N = Number of subjects taken in both the post-task evaluation. 
Higher the score, higher the oral proficiency is shown. 
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Appendix G G . Descriptive Statistics on "Fluency" Rating-Scores for 
Individual Tasks  
r^es N M i n i m u m Maximum Mean Std. Deviation 
Tasks  
Accuracy-oriented task-type 48 1.00 4.67 2.889 .918 
# Sound Bingo 4 7 1 5 2 . 8 9 4 1.07 
# Rhyming Pairs 4 7 1 5 2 . 9 5 7 1.12 
# Minimal Pairs 4 8 1 5 2 . 8 5 4 1.07 
Fluency-oriented task-type 48 1.00 3.00 1.774 .457 
# Pass the Message 46 1 4 1.957 .89 
# Tongue Twisters 47 1 3 1.362 .61 
# Verse Speaking 46 1 4 1.978 .80 
Interactivity-oriented task-type 48 1.10 3.37 2.307 .538 
4 8 1.00 4 . 0 0 2 . 2 5 0 . 7 2 2 
1. Jigsaw 
# Family Tree 4 8 1 5 2 . 5 8 3 1 . 0 2 8 
# Picture Sequence 47 1 4 1.915 .855 
4 8 1.50 4 . 0 0 2 . 7 5 0 . 6 6 0 
2. Information-gap 
0 Pictionary 4 7 2 5 3 . 5 7 4 . 9 7 2 
# Taboo 47 1 4 1.957 .833 
4 7 1.00 4 . 0 0 2 . 1 2 8 .797 
3. Decision-making 
# Class-monitor Election 4 7 1 4 2 . 0 6 4 .870 
# Psychology Test 47 1 4 2.191 .924 
4 8 1.00 4 . 0 0 2 . 3 3 7 .731 
4. Problem-solving 
0 Deduction Puzzle 4 0 1 4 2 . 0 5 0 .959 
# Detective 4 8 1 4 2 . 5 4 2 .988 
# Spot the Difference 4 6 1 5 2 . 7 8 3 1 . 2 0 9 
# Strip Dialogue 41 1 4 1.732 .775 
4 8 1.00 3.33 2 . 0 5 9 .643 
5. Opinion-making 
# Dear Lily Kan 48 1 4 1.812 .816 
# Movie Discussion 47 1 4 2.128 .900 
# Song Appreciation 46 1 4 2.261 .905 
Integrated task-type 48 1.00 2.67 1.760 .509 
參 What Comes Next) 48 1 3 1.812 .64 
# Mini-research 47 1 4 1.787 .78 
# Skit Performance 47 1 4 1.660 .67 
Note. N = Number of subjects taken the post-task evaluation. 
Higher the score, higher the oral proficiency is shown. 
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Appendix HH. Descriptive Statistics on "Interactivity" Rating-Scores for 
Individual Tasks  
- — N Minimum Maximum Mean Std. Deviation 
Tasks 一 — 
Accuracy-oriented task-type 48 1.33 4.33 2.583 .797 
# Sound Bingo 4 7 1 5 2 . 7 0 2 1 . 1 2 1 
0 Rhyming Pairs 4 7 1 5 2 . 4 8 9 1 . 1 4 0 
0 Minimal Pairs 4 8 1 4 2 . 5 8 3 . 9 8 6 
Fluency-oriented task-type 48 1.00 3.33 2.181 .667 
# Pass the Message 47 1 4 1.894 .840 
# Tongue Twisters 4 7 1 5 2 . 4 4 7 1 . 1 1 9 
# Verse Speaking 47 1 4 2.191 -947 
Interactivity-oriented task-type 48 1.00 2.78 1.845 .471 
4 8 1.00 3 . 0 0 1 . 6 2 5 .551 
1. Jigsaw 
# Family Tree 48 1 4 1.750 .758 
# Picture Sequence 47 1 4 1.489 .655 
4 8 1.00 4 . 0 0 2 . 1 2 5 .733 
2. Information-gap 
0 Pictionary 47 1 5 2.681 1.200 
# Taboo 47 1 3 1.596 .712 
4 7 1.00 4 . 0 0 1 . 7 6 6 . 6 8 2 
3. Decision-making 
0 Class-monitor Election 47 1 5 1.745 .896 
# Psychology Test 47 1 3 1.787 .690 
4 8 1.00 3 . 0 0 1 . 8 1 3 .540 
4. Problem-solving 
0 Deduction Puzzle 40 1 4 1.700 .791 
# Detective 48 1 4 1.917 .794 
# Spot the Difference 46 1 4 1.848 .698 
# Strip Dialogue 41 1 4 1.683 .789 
4 8 1.00 3 . 6 7 1 . 8 8 9 .639 
5. Opinion-making 
0 Dear Lily Kan 48 1 4 1.667 .724 
# Movie Discussion 47 1 4 1.830 .789 
# Song Appreciation 46 1 4 2.174 .950 
Integrated task-type 48 1.00 3.00 1.649 .510 
# What Comes Next? 48 1 4 1.813 .734 
# Mini-research 47 1 3 1.617 .644 
# Skit Performance 47 1 4 1.511 .748 
Note. N = Number of subjects taken in both the post-task evaluation. 
Higher the score, higher the oral proficiency is shown.  
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Appendix II. Paired-Samples T-test on Designated Task-types with respect 
to "Accuracy"  
Paired Differences t df Sig. (2-
tailed) 
M ^ S t d M . ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pairl A v s . F -.1157 .5893 8.505E- -.2868 5.536E- -1.361 47 .180 
Pair 2 Avs I -.5455 .6219 8.977E- -.7261 -.3649 -6.077 47 .000 
02 
Pa i r 3 A v s i n t -.2627 .8613 .1243 -.5128 - -2.113 47 .040 
1.2650E 
-02 
Pair 4 F v s I -.4298 .4877 7.039E- -.5714 -.2882 -6.106 47 .000 
‘ 0 2 
Pair 5 F vs Int - . 1 4 7 0 .7061 .1019 -.3520 5.805E- -1.442 47 .156 
Pair 6 I vs . Int .2828 .7950 .1148 5.195E- .5137 2.464 47 .017 
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Appendix JJ. Paired-Samples T-tests on Designated Task-types with respect 
to "Fluency" 一 
Paired Differences t df Sig. (2-
tailed) 
M ^ S t d Std： ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pair 1 A v s . F 1.1146 1.0581 .1527 .8073 1.4218 7.298 47 .000 
Pair 2 A v s I .5821 .7811 .1127 .3553 .8089 5.163 47 .000 
Pair 3 A vs Int 1.1285 .9750 .1407 .8454 1.4116 8.019 47 .000 
P a i r 4 F vs I -.5325 .5167 7.458E- -.6825 -.3824 -7.139 47 .000 
‘ 0 2 
Pair 5 F vs Int 1.389E .4649 6.710E" -.1211 .1489 .207 47 .837 
-02 02 
Pair 6 Int vs I -.5464 .4150 5.990E- -.6669 -.4259 -9.122 47 .000 
‘ 0 2 





Appendix K K . Paired-Samples T-tests on Designated Task-types with respect 
to “Interactivity,，  
一 “ Paired Differences t df Sig. (2-
tailed) 
“ M e S i S t d S t d ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
P a i r 1 A v s . F .4028 .7111 .1026 .1963 .6093 3.924 47 .000 
P a i r 2 A v s I .7380 .6975 .1007 .5355 .9405 7.331 47 .000 
Pair 3 A v s Int .9340 .8593 .1240 .6845 1.1836 7.530 47 .000 
P a i r 4 F v s I .3352 .5863 8.463E- .1650 .5055 3.961 47 .000 
‘ 0 2 
Pair 5 F vs Int .5312 .6760 9.758E- .3349 .7276 5.444 47 .000 
02 
Pair 6 I v s Int .1960 .4311 6.222E- 7.084E- .3212 3.150 47 .003 
• 02 02 





Appendix LL. Paired-Samples T-tests on "Accuracy", “Fluency，，，and 
“Interactivity” Rating-scores for Accuracy-oriented Task-type  
~ Paired Differences t df Sig. (2-
tailed) 
M ^ S t d M . 95% 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Accuracy vs. -.6181 .9783 .1412 -.9021 -.3340 -4.377 47 .000 
Fluency 
Pair 2 Accuracy vs. -.3125 .8766 .1265 -.5670 - -2.470 47 .017 
Interactivity 5.7966E 
P a i r 3 Fluency vs. .3056 .7206 .1040 9.63IE- .5148 2.938 47 .005 
Interactivity ^^ 
199 
Appendix MM. Paired-Samples T-tests on “Accuracy”，“Fluency，’，and 
"Interact ivi ty" Rat ing-score for Fluency-oriented Task- type  
Paired Differences t df Sig. (2-
tailed) 
M ^ S t d M . 碗 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
P a i r l Accuracy vs. .2060 .8610 .1243 - .4560 1.658 47 .104 
T ^ V 4.3980E Interactivity ^^ 
Pair 2 Accuracy vs. .6123 .5089 7.345E- .4645 .7600 8.336 47 .000 
Fluency ^^ 
Pair 3 Interactivity vs. .4062 .7854 .1134 .1782 .6343 3.583 47 .001 
Fluency 
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Appendix NN. Paired-Samples T-tests on "Accuracy", “Fluency”，and 
"Interactivity" Rating-score for Interactivity-oriented Task-type  
Paired Differences t df Sig. (2-
tailed) 
‘ M e ^ S t l S t d ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Accuracy vs. -5529 .4551 6.568E- .4208 .6851 8.418 47 .000 
Fluency 02 
Pair 2 Accuracy vs. .9974 .5946 8.582E- .8247 1.1700 11.622 47 .000 
Interactivity 02 
P a i r 3 Fluency vs. .4445 .4272 6.167E- .3204 .5685 7.208 47 .000 
Interactivity 02 
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Appendix O O . Paired-Samples T-tests on “Accuracy”，“Fluency’，，and 
“Interactivity，，Rating-scores for Integrated Task-type  
“ Paired Differences t df Sig. (2-
tailed) 
M ^ S t d S td ^ 
Deviation Error Confidence 
Mean Interval of the 
Difference 
Lower Upper 
Pair 1 Interactivity vs -.1111 .4630 6.682E- -.2455 2.332E- -1.663 47 .103 
Fluency 02 02 
Pair 2 Interactivity vs. -.7940 .6061 8.748E- -.9700 -.6180 -9.076 47 .000 
Accuracy 02 




Appendix PP. Subjects' Code Numbers 
Code No. Group No. Gender (F/M) — 
51 1 F 
52 1 F  
53 1 F  
54 1 — M  
55 1 F  
56 1 一 M  
57 1 F  
58 1 F  
59 2 F  
510 2 F  
511 2 F  
512 2 M  
513 2 F 
514 2 F  
515 2 M  
516 2 F  
517 3 F  
518 3 M  
519 3 — F 
520 3 一 F 
521 3 — F 
522 3 一 F 
523 3 一 M 
524 3 — M 
525 3 M 
526 4 M 一 
527 4 F 
528 4 " F 
529 4 “ F 
830 4 F 
531 4 “ F 
532 4 F 
533 5 “ F 
534 5 “ F 
535 5 “ M 
536 “ 5 M  
S 3 7 5 “ F 
538 一 5 F 
539 5 “ F 
540 5 M 一 
541 6 “ F 
542 6 F 
543 6 F 
544 6 M  
545 6 ~ M 
546 6 F 
547 6 F 
548 I 6 F 一 
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Appendix Q Q . Representative Excerpts from Subjects' Reflective Journals 
Illustrated in Chapter Four  
Areas discussed 
Providing an "English-speaking environment" 
In the beginning of the programme, I was really afraid to make mistakes when speaking 
English. But after two days, because of the kindness and encouragement of my group leader, 
I was braver to express myself in English (S31). 
Everyone in our group tried his/her best to speak English. If somebody spoke Cantonese 
accidentally, s/he would be reminded by our group leader; 'Please speak English (written in 
English).'... At first, I spoke very little English because I was afraid to make mistakes in front 
of others. But I gradually realized that it didn't matter if I spoke it wrong; our members 
would just smile in response and our leader would help us to correct it. After that, I gradually 
spoke more English and became more active too; the feeling of speaking English creates a 
barrier in communicating with others had vanished and I became more confident in speaking 
English too (S4). 
In this programme, I tried my best to speak English. Even after the programme, I often speak 
English to my friends and my family; making them feel that there is something wrong with 
me...(S2). 
When I go back home after the programme, I sometimes speak English unconsciously. My 
mum then said, "It seems that you have a great improvement" [in speaking English]! It's 
really worthy to join this programme." (S29) 
Through participating in different tasks, I spoke a lot of English and my thinking mode started 
to change from Chinese to English.... In the beginning of the programme, I always had to 
translate my ideas from Chinese to English in my mind before I spoke. Towards the end of 
the programme, I gradually found that, for some of my ideas, I thought in English directly 
without undergoing the process of translation... (S5). 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and engaged in a 
hot discussion in which we exchanged a lot of ideas. This enabled us to use English for 
exchanging ideas, hence create a positive and interesting learning atmosphere. With the help 
of our group leaders in addition, every one had a chance to express himself/herself which 
enabled us to regard English as a natural and frequently used language. It gave us a feeling 
that it's not difficult to speak English; everybody can speak English well...(S35). 
In the past, most people were not willing to use English to interact with each other because they 
were not confident in speaking English. But, because of the English-speaking environment 
and everyone used English only, we could just speak in English. This increased our 
confidence in speaking English a lot (S8). 
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Enhancing Subjects' confidence in speaking and using English 
The feeling of avoiding a bad performance in front of others pushed me to try my best in each 
presentation. Therefore, public performance not only could boost up out confidence but also 
develop our potential (S32). 
Every one was speaking English. No one would blame us if we spoke English wrongly; what 
we had to do was just to correct it if it was wrong. This in turn encouraged me to speak more 
English (S30). 
In our group, we didn't care about whether 'your English is good or not' (written in English). 
Every one used English to express himself/herself fully; we spoke whenever we felt like to do 
so It really didn't matter even if you made very serious mistakes to an extent that made 
everybody laugh. ‘You needn't be shy (written in English).' Because every one's level of 
English is about the same. With this thought in mind, your confidence in speaking English 
can then be increased (S6). 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and engaged in a 
hot discussion in which we exchanged a lot of ideas. This enabled us to use English for 
exchanging ideas, hence created a positive and interesting learning atmosphere. With the help 
of our group leaders in addition, every one had a chance to express himself/herself which 
enabled us to regard English as a natural and frequently used language. It gave us a feeling 
that it's not difficult to speak English; everybody can speak English well. ..(835). 
In the past, we always use Chinese for communication. During this programme, I got used to 
speaking English. When I used English to express my ideas and got understood by 
others, the sense of happiness was really great. We leam English because we would like to 
use it as a tool for communication with others and exactly expressing our ideas. (S33) 
Many tasks, such as Psychology test, Dear Lily Kan, could help improve our interactivity; we 
got used to using English to exchange ideas and discuss with others through these tasks. The 
most important point is that these tasks helped increase our confidence in speaking English. 
Every one can use English to interact and discuss with each other, which is a big difference 
comparing to that before the programme. We are so confident that we often speak some 
English unconsciously even after the programme (SI8). 
Our leader always required us to try our best to use English to express ourselves. Therefore, we 
learned a lot in this "English-speaking environment" as opposed to the few opportunities to use 
English in our daily life.... Now I can speak English more easily and I can use English to 
interact with others. The accuracy of my English got improved too. The fluency of my 
English improved most as "practice makes perfect". Of course, my confidence in speaking 
English increased too.... The opportunities for performance also increased my 
confidence (S15). 
In this programme, since we could not speak Chinese, we must speak English. Gradually, I 
speak English more fluently and accurately than before. In addition, since we had to keep on 
speaking English, I became very active to communicate with others in English as opposed 
to the unwillingness to speak English in the past. I am very happy and I am no longer afraid to 
make mistakes. Even though my English is not excellent, I can still speak it with confidence 
(S26). 
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After joining this programme, most of us could use express ourselves in English, despite of 
some grammatical mistakes made. However, I think that making mistakes [at this stage] is not 
very important because we could improve our grammar when we get used to speak it and 
master it will later. Looking from another perspective, too much emphasis on accuracy 
could decrease our confidence in speaking English. Therefore, the very first thing to do is 
to speak the language confidently, no matter how simple and short sentences we make. As we 
speak English more, we can go on to improve our grammar. I think that this approach 
to learning English, which this programme is adopting, is very effective (S27). 
Helping to Acquire a Higher Level of Communicative Fluency 
In the past, I had to really think hard before I could give response in English. After the 
programme, I found that I could give a quicker response. Sometimes, I could even speak 
English spontaneously with ease (S39). 
Tongue Twisters greatly improved our fluency. (S14, S32 & S26) (cf. Appendix QQ). 
Helping to Acquire a Higher Level of Accuracy (Pronunciation, Accent, and 
Stress) 
Before I joined this programme, I always spoke English with one tone. In this programme, I 
was able to realize different intonation patterns and apply to different situations. I really 
realized the importance of accuracy in pronunciation, intonation and stress (S6). 
Through some tasks such as Minimal Pairs, I discovered some of my mistakes in pronunciations 
and got the chance to correct them, such as the different pronunciations of "r" and "1" appeared 
in minimal pairs (S23). 
I realized the importance of speaking English accurately. For example, in Pass the message, 
when the message reached the end of the line, it could become totally incomprehensible due to 
inaccurate pronunciation. This task reminded me the importance of accurate pronunciation 
(S39). 
My oral English improved greatly because the core of this programme was the development of 
oral English. Through Tongue Twisters, I realized that my pronunciation of "r" was not 
accurate, (although I had been learning English for many years. What a shame!) (S40). 
When I used English to communicate with my leaders and my group members, I always found 
that my spoken English was very strange. With the help of my leader, my English got 
improved. I realized that whenever I spoke English, I did not pay attention to my intonation 
and use stress appropriately. With the help of my leader who repeatedly helped correct my 
English, I gradually grasped the skills in managing the appropriate intonation and stress 
patterns and I began to pay more attention to these areas when I spoke English. (S26) (cf. 
Appendix QQ). 
The performance for "What come next?" could help improve our accent, pronunciation, use of 
stress, and accuracy. This is because, taking the role of different characters, could help us 
better identify with the characters, and hence improve our oral English (S3). 
In the past, I had to think really hard before I could give response in English. After the 
programme, I found that I could give a quicker response. Sometimes, I could even speak 
English spontaneously with ease (S39). 
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Helping to Acquire a Higher Level of Interactivity 
In this programme, I understood that language is a tool for communicating with others and 
expressing my own ideas. Through tasks such as Spot the difference, Verse speaking, Movie 
discussion, Mini-research, class monitor election and Taboo in particular, my ability in using 
English to interact with others increased (S2) (cf. Appendix QQ). 
Building Family Tree" could help improve our interactivity because this task especially required 
"team work" [written in English], making the use of English for communication very important. 
(S3). 
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Appendix RR. Representative Excerpts from Subjects' Reflective Journals 
Illustrating the Additional Comments Listed in 4.6.8 
Additional Comments 
A^^ Nature of the programme: 
A1 The programme was of high quality and efficiency: 
On the whole, this programme is very successful with high efficiency and high quality 
(Sll). 
A2 Relaxing learning environment provided: 
The programme didn't impose a lot of strict rules on us, making us felt very relaxed 
(S5). 
A3 The programme provided a more authentic English-speaking 
environment which transcended classroom learning and there is a 
need for tasks that provide opportunities in using the language: 
I love this programme which transformed learning of English from classroom to 
authentic setting, making me feel more realistic. If more tasks such as Verse 
speaking, Mimi-research and Taboo can be conducted, this programme will be even 
more successful (S2). 
B ^ Task design and task implementation: 
Bl Tasks used were interesting: 
Every task is very interesting and fresh to us in which we could also improve our oral 
proficiency (S25). 
In "Dear Lily Kan" and "What comes next?", all of us were actively involved in the 
discussions which were very interesting and exciting (S3). 
I learned a lot in this programme. Besides, the tasks used made the programme very 
interesting (S7). 
B2 Cooperation / teamwork required by tasks helped learning English: 
We would design the content of plays and drama by ourselves. We made up our own 
dialogues and every one had to contribute to the brain storming section so as to think 
of the best ideas. (S33). 
B3 Group work created a sense of cohesion / cohesiveness motivated 
learning: 
I realized the importance of cooperation among our group members as one person 
cannot accomplish the tasks alone. In our group, there were a lot of good memories 
and I think that our group members love our group very much. It is this feeling 
motivating us to try our best to accomplish each task (S33). 
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B4 Friendly relationship among group members helped increased 
communication among them，which in turn increased interactivity: 
Besides, I made a lot of friends and developed friendship among each other. This 
English'camp really helped to increase our interactivity and it's a good way to make 
friends. (S32). 
B5 Small group work increased subjects accountability: 
Since working in a small group makes every one feels that s/he is very important, this 
increased our confidence. (S5). 
B6 Tasks comprising creative component made learning interesting: 
The tasks were very interesting and we got the chance to develop our creativity 
through these tasks too (S22). 
B7 Competition in tasks motivated learning of English: 
I found that the idea of learning English through competition is very good. Because 
we teenagers all like to compete with others. The strong will to win motivated us to 
do our best, which then helped us to develop our potential (S3). 
B8 Effective sequencing and grading of tasks: 
The tasks were "scientifically" designed: from easy tasks to difficult tasks [increasing 
difficulty level]; using rewarding system in competition which created a positive 
competitive atmosphere. The outcome was very good (S23). 
B9 Requirement to accomplish tasks in limited of time made tasks more 
interesting: 
[B]ecause we had to finish the tasks in a limit of time, it was very exciting. (SI 1). 
B10 Public performance or presentation motivated subjects，learning of 
English: 
Since we'd like to perform well, every one expressed their ideas enthusiastically and 
tried out every new idea bravely. The atmosphere was very encouraging (S5). 
The feeling of avoiding a bad performance in front of others pushed me to try my best 
in each presentation (S32). 
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c L e a d e r s ' roles / characteristics: 
CI Leaders were supportive and encouraged subjects to speak English: 
Sometimes, we would be shy to speak in front of others because we knew that our 
pronunciation was not good. But my leader would always encourage us, "Try your 
best, I think you can do it well." (S7). 
C2 Kind and patient，Worked with members like friends: 
[0]ur leader is very kind. We treat each other as friends, with no communication 
barrier between us (S9, S40, S47, S31) (cf. Appendix QQ). 
C3 Subjects appreciated their leaders, contribution to helping them leam 
English and gave explicit thanks to them: 
Finally, I would like to thank our leaders who patiently gave guidance and support to 
us. They helped us how to express ourselves in English and taught us a lot of 
vocabulary. Thank very much! (S25 & S26) (cf. Appendix QQ). 
D Impacts on subjects' attitudes towards English learning: 
D1 Enjoyable learning experience: 
I can really say that this programme is very successful in allowing us to have fun in 
learning English (S35). 
It was really an enjoyable experience in the programme. The happiest thing was that 
I spoke more English than before. (S47). 
All in all, this programme was the most unforgettable one in my life, in which I gained 
alot(S41). 
D2 Interest in learning English developed through the programme: 
I'm sure about one thing: through this camp, I really love English! I think this is 
what I gained most in this English camp. (SI9). 
D3 Motivation in learning English increased after this programme 
As know more about each other, the communication and exchange of opinions among 
our members became more frequent. The most impressive task was "Picture 
Sequence,, in which 1 interacted a lot with my members and everyone was using 
Enizlish to communicate with each other. In addition, “Family Tree", “Taboo，，were 
very exciting. These tasks greatly motivated me to learn English, and I became 
very active In learning English and talked a lot in English. This boosted up my 
confidence in speaking English (SIO). 
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I D4 Realization of the importance of learning English for communication: 
What is most successful about this programme is that we were able to develop our 
interactivity. In the past, we always use Chinese for communication. During this 
programme, I got used to speaking English. When I used English to express my 
ideas and got understood by others, the sense of happiness was really great. We leam 
English because we would like to use it as a tool for communication with others and 
exactly expressing our ideas (S33) (cf. Appendix QQ). 
D5 Changing attitudes in learning English: 
This programme is really unforgettable and it was really a great time for us! Now the 
programme is nearly over. "No, never will be over" (written in English). There 
always comes a new starting point followed by the end of this programme: a new way 
to leam English! (S29). 
In the past, we would not use English to communicate with our classmates because we 
were afraid that we would be regarded as "showing o f f . My attitude towards 
speaking English has already been changed as I understand that I have to speak the 
language in order to acquire it well. "So don't be shy." (written in English) (S34). 
D6 Interested in joining this kind of programme again. 
I hope that I can join this programme again! (S18). 
D7 Suggested to organize/ will join this programme again 
I hope that I can join this programme again next year! (S27). 
All in all, this programme was very good and it helped me improve my poor English. 
If there is a chance, I will join this programme again! (S27). 
E ^ Programme administration: 
E l The programme was too short (S26). 
E 2 The working time for each day was too long (S47) 
£ 3 The daily working hours were too long but the duration (no. of days) was too short 
(S18&S41) 
F Implication of this programme 
F1 The programme should be held consistently as a supplement of 
regular classroom learning: 
I found that the duration for the programme is very short as it only lasted for five days. 
If this programme can be carried out constantly, the impacts on us will be even 
better! (S34). 
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Appendix SS. Representative Excerpts from the Subjects' Reflective Journals 
Illustrated in Chapter Five  
Humanistic Education 
In the beginning of the programme, I was really afraid to make mistakes when speaking 
English. But after two days, because of the kindness and encouragement of my group 
leader, I was braver to express myself in English (S31) (cf. Appendix QQ). 
My first impression of this programme was that it provided us with an English-speaking 
environment; we had to use English to communicate with others, no matter during tasks or in 
discussions, through which my English communication skills improved a lot (S48). 
This programme indeed provided us with an English-speaking environment. In the beginning 
of the programme, I was afraid to speak English and I did not know how to express my feelings 
and opinions in English. Being supported and encouraged by our leaders, I gradually 
realized that it is actually not difficult to speak in English and this programme helped me 
improve my communication skills (S41) 
Everyone in our group tried his/her best to speak English. If somebody spoke Cantonese 
accidentally, s/he would be reminded by our group leader; 'please speak English (written in 
English).'... At first, I spoke very little English because I was afraid to make mistakes in front 
of others. But I gradually realized that it didn't matter if I spoke it wrong; our members would 
just smile in response and our leader would help us to correct it. After that, I gradually spoke 
more English and became more active too; the feeling of speaking English creates a barrier in 
communicating with others had vanished and I became more confident in speaking English too 
(S4). 
Sometimes, we would be shy to speak in front of others because we knew that our 
pronunciation was not good. But my leader would always encourage us, "Try your best, I 
think you can do it well." (S7). 
In our group, we didn't care about whether 'your English is good or not, (written in 
English). Every one used English to express himself/herself fully; we spoke whenever we 
felt like to do so. It really didn't matter even if you made very serious mistakes to an 
extent that made everybody laugh. 'You needn't be shy (written in English).' Because 
every one's level of English is about the same. With this thought in mind, your confidence in 
speaking English can then be increased (S6) (cf. Appendix QQ). 
I found it quite boring on the first day of the programme because I was not used to this 
English-speaking environment and I was afraid to speak English in my group...Even if I 
got some ideas in my mind, I was not confident enough to tell my leaders because I was afraid 
to make mistakes. But I gradually got used to this English-speaking environment and I 
found that this programme was indeed very interesting. I spoke more and more to my 
group members and exchanged ideas with them....I found that most of the tasks were very 
interesting and exciting too (S21). 
Every task was very interesting and fresh to us in which we could also improve our oral 
proficiency (S25). 
212 
1 realized the importance of cooperation among our group members as one person cannot 
accomplish the tasks alone. In our group, there were a lot of good memories and I think that 
our group members love our group very much. It is this feeling motivating us to try our 
best to accomplish each task.... What is most successful about this programme is that we were 
able to develop our interactivity. In the past, we always use Chinese for communication. 
During this programme, I got used to speaking English. When I used English to express my 
ideas and got understood by others, the sense of happiness was really great. We leam English 
because we would like to use it as a tool for communication with others and exactly expressing 
our ideas (S33) (cf. Appendix QQ). 
Experiential Learning 
The performance for "What come next?" could help improve our accent, pronunciation, use of 
stress, and accuracy. This is because, taking the role of different characters, could help us 
better identify with the characters, and hence improve our oral English (S3). 
I think that I spoke a lot; I used English to communicate with each other; used English to 
express my feelings and ideas; used English to solve some problems. I found my oral English 
improved a lot. This was because many tasks required us to express ourselves in English 
accurately. In the performance, I was very confident to speak English in front of others; the 
experience enabled me to discover my mistakes and further improved them (S38). 
On Day 1, I found it very embarrassing when I had to introduce myself in five sentences. 
"But now, I can do it quickly and easily [written in English]" (S32) (cf. Appendix QQ). 
Many tasks could improve our confidence in speaking English; we could all use English to 
communicate and discuss with each other bravely. Our confidence in speaking English 
increased greatly, when compared with that before the programme. After the programme, 
we always speak in English unconsciously because we are now confident in speaking English 
(S18). 
In the past, we always use Chinese for communication. During this programme, I got used to 
speaking English. When I used English to express my ideas and got understood by 
others, the sense of happiness was really great. We leam English because we would like to 
use it as a tool for communication with others and exactly expressing our ideas (S3 3) 
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Cooperative learning 
Building Family Tree" could help improve our interactivity because this task especially 
required "team work" [written in English], making the use of English for communication very 
important (S3). 
Since working in a small group makes everyone feel that s/he is very important, this 
increased our confidence (S5) (cf. Appendix QQ). 
I realized the importance of cooperation among our group members, as one person cannot 
accomplish the tasks alone. In our group, there are a lot of good memories and I think that 
our group members love our group very much. It is this feeling motivating us to try our 
best to accomplish each task (S33) (cf. Appendix QQ). 
In a drama such as "What comes next?", every group tried their best to give a surprising 
story.... A task called "Taboo" required the cooperation of the whole group, for the 
accomplishment of this task (S3 8). 
I got more familiar with the communication skills used in daily life through this programme. 
Besides, I made a lot of friends too (S32) (cf. Appendix QQ). 
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Learner-centredness task-based design 
We would design the content of plays and dramas by ourselves. We made up our own dialogues 
and every one had to contribute to the brain storming section so as to think of better ideas 
(S33) (cf. Appendix QQ). 
I find that the idea of learning English through competition is very good. Because we 
teenagers all like to compete with others. The strong will to win the games motivated us to do 
our best, which then helped us to develop our potential (S3). 
When I look back, I find that every task was very attractive and exciting; they were fun and 
educational (S32) (cf. Appendix QQ). 
As we knew more about each other, the communication and exchange of opinions among our 
members became more frequent. The most impressive task was "Picture Sequence" in which I 
interacted a lot with my members and everyone was using English to communicate with each 
other. In addition, "Family Tree", "Taboo" were very exciting. These tasks greatly 
motivated me to learn English, and I became very active in learning English and talked a lot 
in English. This boosted my confidence in speaking English (SIO) (cf. Appendix RR). 
Many tasks such as "Dear Lily Kan", "Mini-research" could increase our interactivity because we 
must exchange information and ideas with our group members and discuss together in order 
to find out the answers to the problems (S5) (cf. Appendix QQ). 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and engaged in a 
hot discussion in which we exchanged a lot of ideas. This enabled us to use English for 
exchanging ideas, hence created a positive and interesting learning atmosphere. With the help of 
our group leaders in addition, every one had a chance to express himself/herself which enabled us 
to regard English as a natural and frequently used language. It gave us a feeling that it's not 
difficult to speak English; everybody can speak English well...(S35). 
A Short, Sharp, Short (3S) Learning Experience 
[c.f. Appendix RR: Dl, D5 (S29), D6, El, D7]  
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General discussion of the programme impact on oral proficiency 
enhancement 
Before 1 joined this programme, I always spoke English with one tone. In this programme, I was 
able to realize different intonation patterns and apply to different situations. I really realized the 
importance of accuracy in pronunciation, intonation and stress (S6) (cf. Appendix QQ). 
In the past, I had to really think hard before I could give response in English. After the 
programme, I found that I can give a quicker response. Sometimes, I can even speak English 
spontaneously with ease (S39) (cf. Appendix QQ). 
In this programme, we all used English, which we seldom used in our daily life, to 
communication with each other. We made a lot of mistakes when speaking English. However, 
if we had not realized the mistakes in our spoken English [through speaking the language], we 
would not have noticed them and got the chance to improve [our oral English] (S26) (cf. 
Appendix QQ). 
I think this English-speaking programme was very good; it provided an English-speaking for us. 
For example, during the breaks, we used English to comment on the tasks that we had done and 
we also chatted with our friends in English (S46). 
Roles of designated tasks in pinpointing specific proficiency area(s) 
Through some tasks such as Minimal Pairs, I discovered some of my mistakes in 
pronunciations and got the chance to correct them, such as the different pronunciations of 
"r" and "1" appeared in Minimal Pairs (S23). 
In many tasks such as Dear Lily Kan, every one expressed their own opinions and engaged in a 
hot discussion in which we exchanged a lot of ideas. This enabled us to use English for 
exchanging ideas, hence created a positive and interesting learning atmosphere. With the help of 
our group leaders in addition, every one had a chance to express himself/herself which enabled us 
to regard English as a natural and frequently used language. It gave us a feeling that it's not 
difficult to speak English; everybody can speak English well...(S35). 
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Appendix TT. Representative Excerpts from the Subjects' Reflective Journals 
Illustrated in Chapter Six  
The Classroom Implications 
The programme didn't impose a lot of strict rules on us, making us feel very relaxed. 
(S5) (cf. Appendix QQ). 
Every one was speaking English. No one would blame us if we spoke English 
wrongly; what we had to do was just to correct it if it was wrong. This in turn 
encouraged me to speak more English (S30) (cf. Appendix QQ). 
In our group, we didn't care about whether 'your English is good or not, (written 
in English). Every one used English to express himself/herself fully; we spoke 
whenever we felt like to do so. It really didn't matter even if you made very 
serious mistakes to an extent that made everybody laugh. 'You needn't be shy 
(written in English).' Because every one's level of English is about the same. With 
this thought in mind, your confidence in speaking English can then be increased (S6) 
(cf. Appendix QQ). 
In the past, we always used Chinese for communication. During this programme, I got 
used to speaking English. When I used English to express my ideas and got 
understood by others, the sense of happiness was really great. We leam English 
because we would like to use it as a tool for communication with others and exactly 
expressing our ideas (S33) (cf. Appendix QQ). 
Many tasks, such as Psychology Test, Dear Lily Kan, could help improve our 
interactivity; we got used to using English to exchange ideas and discuss with others 
through these tasks. The most important point is that these tasks helped increase our 
confidence in speaking English. Every one can use English to interact and discuss 
with each other, which is a big difference comparing to that before the programme. 
We are so confidant that we often speak some English unconsciously even after the 
programme (SI8). 
In this programme, since we could not speak Chinese, we must speak English. 
Gradually, I speak English more fluently and accurately than before. In addition, 
since we had to keep on speaking English, I became very active to communicate 
with others in English as opposed to the unwillingness to speak English in the past. 
I am very happy and I am no longer afraid to make mistakes. Even though my 
English is not excellent, I can still speak it with confidence (S26). 
I realized the importance of cooperation among our group members, as one 
person cannot accomplish the tasks alone. In our group, there were a lot of good 
memories and I think that our group members love our group very much. It is 
this feeling motivating us to try our best to accomplish each task (S33) (cf. 
Appendix QQ). 
Since we'd like to perform well, everyone expressed their ideas enthusiastically and 
tried out every new idea bravely. The atmosphere was very encouraging (S5) (cf. 
Appendix QQ). 
I think the "party games" [e.g. Pictionary, Pass the Message, and Taboo] could make 
us feel relaxed and develop our intellectual ability. The most important point is that 
these tasks develop the cooperation among our group members... They were 
very interesting too (SI3). 
217 

CUHK Libraries mmum: 
0a3fl71fi31 
I 
